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Abstract
This inquiry is about learning in the context of becoming a teacher. It presents
narratives that show the perceptions and experiences of four preservice teachers
before and during their initial mandatory practicum. These narratives written in the
context of the first year of a three year long teacher education program, which these
four prospective teachers have enrolled at the University of Wollongong. This
program, referred to, as the Knowledge Building Community (KBC) program is an
alternative model of teacher training, which provides a more contextualised link
between the theory and practice of teaching.

This inquiry project based in the paradigm of a Naturalistic Inquiry uses the
methodological approach of a Narrative Inquiry incorporating participant observations
and semi-structured interviews over one semester to gather the stories of four
preservice teachers in the 2003 KBC program.
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Definition of Terms
Experience
This refers to those transactions that involve meanings resulting from specifically
human interactions with nature and with other human beings.
Knowledge Building Community (KBC)
The KBC Program is a preservice teacher education program at the University of
Wollongong. It represents an alternative approach in the preservice professional
education of primary teachers. The core attributes of this program are: that it provides
a learning environment that supports the continuous social construction of knowledge
by linking theory as closely as possible to the contexts and the settings (Kiggins,
2002).
Mentor Teachers
As Su (1996) advocates, the mentor teachers are the ones in the closet contact with the
preservice teachers while in the school setting.
Narrative Inquiry
Merriam defines narrative inquiry ‘as a research technique’. The emphasis is this style
of inquiry is the stories people tell and on how these stories are communicated.
Clandinin and Connelly (1990) state that at the heart of narrative inquiry is ‘the way
humans experience the world’ (p. 2).

Preservice teacher
Student teacher enrolled and actively participating in a university teacher education
program. In this inquiry the preservice teachers are first year students enrolled in a
Bachelor of Teaching (primary) degree at the University of Wollongong.
Primary School
Refers to a Public School under the authority of the NSW Department of Education
catering for students in Kindergarten (Early Stage1) through to students in Year 6
(Stage 3). In alternative education systems a ‘Primary School’ would be equivalent to
an ‘Elementary School’ or ‘Grade School’.
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Reflection
Is viewed as a mental process. It is a special form of problem solving thinking to
resolve an issue (Dewey, 1916, 1933).
Reflective practice
The term ‘reflective practice’ entered the literature on professional education in 1983
soon after Donald Schón published The Reflective Practitioner. Schón defines
reflective practice as a professional activity in which the participants reflect, both inaction and on-action. His assumption is that reflection is important in the development
of professional knowledge and expertise.
Reflective Thought
Historically Dewey (1916) introduced the concept of ‘reflective thought’ in to
education. His most basic assumption is that learning improves out of the process of
reflection.
School Based Learning (SBL)
The school based learning also referred to as the teaching practicum and internship,
typically refers to the time that the preservice teacher is placed in a classroom under
the professional care of mentor teacher. The students involved in this inquiry
undertook a nine-week SBL, which comprised attending an assigned host primary
(elementary) school for two consecutive days each week.
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Chapter One
An Introduction to This Inquiry

Introduction
The purpose of this inquiry is to use the stories of four preservice primary
teachers to explore two aspects of preservice teacher education, namely:

•

The professional learning experiences of these preservice teachers;

•

The role which the discourse of the context plays in shaping the relationships
between these preservice teachers, their teacher-mentors, peers, and
university facilitators.

Given this purpose, the methodological approach of Narrative Inquiry seemed an
appropriate framework in which the project could be located. A narrative
perspective argues that we live our lives by the stories we tell. Polkinghorne
(1988) claims narrative to be ‘the primary form by which human experience is
made meaningful’ (p. 1), while Lysaght (2001), states ‘that stories are said to
fashion our lives, providing the structure for our day-to-day existence and they
propel us into a future that is shaped by our lived experiences of them’ (p. 64).

The broad question, which motivated this study:
What are the stories behind the experiences; perceptions, attitudes and
beliefs of teaching that are told by preservice teachers in their first year
of pre-service teacher education?
1
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Embedded within this broad question are these sub - questions:

•

What teaching/school related stories do preservice teachers bring from their
families and childhoods to their first school based learning experience as preservice teachers?

•

What stories do preservice teachers have of their own schooling and teaching
experiences before and during their first practicum?

•

What do preservice teachers’ narratives reveal about the role that prior
experiences and perceptions of teaching/school related experiences have on
their professional growth as preservice teachers?

The Background of this Study
Research shows that preservice teachers come to their teacher preparation
programs with well-established ideas about teaching (Lortie, 1975; Barry &
King, 1998). Leminer and Mayer (2002) point out that ‘student teachers bring to
their teacher education more than a desire to teach, they bring their life
experiences and their school experiences, which in turn contribute to their
knowledge of the world of schools and the curriculum’ (p. 2). The assumption
that students would have learned a great deal, both the things that teachers had
intended and other things they experienced accords with Dewey’s (1938) view
that ‘education is the reconstruction of experience’.

2
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For the purpose of this study I interpret this to mean that what preservice
teachers come to know about the profession of teaching is more than an
accumulated list of meanings and facts gleaned during their preservice
experience. It is an interrelated web of beliefs, values, attitudes, and knowledge
which is heavily dependent of the unique context of their past experiences, and
which in turn is expressed and exchanged through the anecdotes and stories they
construct.

This narrative inquiry records the stories of four preservice teachers’ experiences
before and during their mandatory practicum. Through recording these stories I
intend to highlight the role that the range of experiences inherent in the first
session of a particular preservice teacher education course, specifically the
Knowledge Building Community (KBC) mode of delivery, and the associated
school based learning in which it is embedded, plays on the development of
these students’ perceptions of what it means to be a teacher.

Wollongong’s Preservice Teacher Education Program

The education program, which the preservice teachers in this study were
participants, was the Bachelor of Teaching (Primary) degree offered at the
University of Wollongong (UOW), New South Wales. The Faculty of Education
at UOW offers a program referred to as the ‘Knowledge Building Community’
or KBC Program. The KBC Program is an alternative form of preservice
program delivery in which knowledge and understandings about teaching are
shared and constructed through the process of ‘knowledge building’.
3
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The curriculum of the KBC Program relies on group work, open discussion,
reflective practice, school based learning and problem based learning to explore
the knowledge bases inherent in both the undergraduate education courses and
the knowledge bases of each student. In short, the KBC program is one that
lends itself to, and acknowledges the strengths and methods of narrative inquiry,
thus providing both an opportune setting and context for this inquiry.

The KBC program is described in more detail in later chapters.

Significance of the Study
The theory and practice of preservice teacher preparation is a complex and
growing field, and in recent times has been of special interest to policy makers.
In Australia there has recently been a multiplicity of reviews and research into
the adequacy of preservice teacher preparation for preparing effective teachers
for the modern age. Prompting these reviews were concerns associated with
declining teaching standards, the lack of recognition of teaching as a profession,
and ineffective methods of ensuring continued teacher development. Prominent
in these recent reviews are the authors Ramsey (2000) and Vinson (2001) and
research papers published by associations such as Australian Teacher Educators
Association (ATEA), and Australian Association for Research in Education
(AARE). Each of these has highlighted a number of concerns and made certain
recommendations for reform. These reviews and reports formed a platform for
this study as their content served to frame the current Australian setting. Studies

4
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like this should therefore complement and add to the profession’s understanding
of the complexities which preservice teacher education entails.

It is therefore timely to look at the perceptions and experiences of preservice
teachers from the narrative perspective because, even though there has been a
plethora of research into preservice teaching, (Lortie, 1975; Elbaz, 1983;
Clandinin, 1986; Lanier & Little, 1986; Britzman, 1991; Kagan, 1992; Jessup,
1995; Clandinin & Connelly, 1996; Loughran, Mitchell, Neale & Toussaint,
2001; Leminer & Mayer, 2002) little has been done from the particular
perspective of narrative inquiry. There is a growing consensus that narrative has
the potential to be ‘the primary form by which human experience is made
meaningful’ (Polkinghorne, 1988, p.1). Given the pervasiveness of narrative to
human life, it has great potential as a source of data to reveal the complex
learning involved in becoming a teacher.

Organisation of This Thesis
I initially began to construct this thesis with the intention of presenting four
preservice teachers’ stories of their learning experiences. It became clear that the
uniqueness of the learning setting (the KBC Program) was also important to this
inquiry. In addition to the narrative constructions, this thesis will present
accounts of how the KBC students interact and share in the dynamic of this
community and the connection between the structure, the learning experiences,
the resources, and the class of 2003.

5
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The remaining five chapters of this thesis are arranged as follows:

Chapter Two is a review of literature, which informs and frames the theoretical
background and context for the study.

Chapter Three outlines and justifies the methodological tools and data analysis
procedures used in the inquiry.

Chapter Four presents the findings of the research. This chapter has been
divided into three sections.
Part A describes the KBC homeroom, the setting of this study.
Part B presents extracts of this setting in action.
Part C presents the narratives of the four preservice teachers.

Chapter Five presents the interpretations of what the narratives reveal.

Chapter Six looks at the educational implications and cites areas for future
research.

Summary
The function of this chapter is a) to provide an overview of how this thesis has
been constructed to fulfil the purpose of this study, and b) to present the stories
of the four preservice teachers from the University of Wollongong as a research
text that will illuminate;

6
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•

The professional learning experiences of these preservice teachers; and

•

The role which the discourse of the context plays in shaping the relationships
between the preservice teachers, their mentors, peers and teacher educators.

A narrative inquiry approach has been adopted to construct and analyse these
narratives so that conclusions can be drawn. The remaining chapters of this
thesis will describe how the narratives were gathered and recorded, the process
of analysis, and what the findings mean to future teacher education.

7
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Review of Literature

Introduction
The purpose of this chapter is to present a review of the literature which informs
and frames this inquiry. The purpose of any review of literature is to provide a
theoretical background and context for the study, and typically consists of an
interrelated set of statements, which can be used to explain or understand a
phenomenon and/or some phenomena (Handal, 1987). In this study, the
‘phenomena’ are the stories of ‘preservice teachers’. At one level, these stories
are used to create a research text that illuminates the experiences of these
preservice teachers, especially with respect to how the discourse of their
preservice context shapes their relationships with their preservice peers, their
university facilitators and their mentor teachers. At another level, these stories
will generate insights about professional learning in the context of becoming a
teacher. While Kaplan’s seminal work (Kaplan, 1964) affirms Handal’s opinion,
he also recognises the necessity of acknowledging that every inquiry begins with
presuppositions.

Nowhere in science do we start from scratch . . . We presuppose in every
inquiry, not only a set of data, but a set of generalisations, both about our
materials and about our instruments by which they are going to be
transformed into the cognitive enterprise. We draw our presuppositions
from earlier inquiries, from other sciences, from everyday knowledge,
8
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from the experiences of conflict and frustration, which motivated our
inquiry, from habit and tradition, from who knows where. When Freud
became interested in the interpretation of dreams, he presupposed certain
generalisations about the nature of sleep, consciousness, and related
phenomena. In addition, he made suppositions about dreams themselves,
what they are about and when they occur.

(Kaplan, 1964, pp. 86-87)

This inquiry is no different. It set out to explore the experiences and perceptions
of preservice teachers before and during the first year of their teacher training.
As the researcher, I not only drew on my experiences as a ‘learner-teacher’
during the three years of my preservice program, but also on an already
accessible rich background of literature and knowledge. My own presuppositions
are outlined below in order for the reader to be conscious of my underlying
position, guiding the design of this study. These include:

•

Our lives are shaped by the stories we tell,

•

Stories enable us to understand the actions of others,

•

Learning is both an internal and social process, and

•

Learning is a continuous and life long process.

The Pools of Literature That Inform This Project
Given the depth, complexity, and breadth of research literature that relates to the
domain of preservice teacher education, this review required a theoretical
framework, that could not only contain this depth and complexity, but could also
limit it to a manageable size, given the length and time constraints of a Master’s
(Research) study. Dewey’s philosophy of education and his belief that the
‘education process is one of continual reorganising, reconstructing, and

9
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transforming experience’ within the mind (Dewey, 1916), provided this
framework.
After wide reading and reflection, the pools of research literature that I drew on
to guide, frame and direct the project were:
•

Setting the Scene,

•

Dewey’s Influence on Education,

•

Defining Narrative,

•

Defining Reflective Practice,

•

Engaging Individual Knowledge,

•

The Nature of Teaching, and

•

The Knowledge Building Community Program.

Figure 2.1 below shows the organisational framework for this chapter.

Setting the Scene
Dewey’s Influence on Education
Defining
Narrative

Defining Reflective
Practice

Review of
prominent authors

Defining Reflective
Practice

Narrative Inquiry

Review of prominent
authors

Engaging
Individual
Knowledge
Definitions
and
discussions

In teacher education
The Nature of Teaching
Discussions, on the role of the teacher, teacher
education and teacher education programs.
The Knowledge Building Community Program
Introduction To The KBC Program
Figure 2.1: The Organisation of this chapter
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Setting the Scene
Preservice teacher education culture has been undergoing a shift from
traditional models of preservice teacher preparation, which focus on the
dissemination of knowledge from ‘expert’ to ‘novice’, to new learner-centred
models, which emphasise a curriculum based on ‘shared’ or ‘collective
learning’ (Kiggins, 2001) and dialogue. Embedded in this shift is a realisation
that teaching means more than the mere acquisition and/or dissemination of
‘expert’ knowledge, but involves creating contexts which novice learners (in
this case preservice teacher education students) engage productively, actively,
and collaboratively in the construction of their own theoretical knowledge
(Gartner, Lathem & Merritt, 2003). At the core of this change in thinking is
recognition of the importance of social context in learning, and the need to
integrate knowledge with its practical use. Furthermore this approach
emphasises engaging preservice ‘learner-teachers’ in discussion that allows
them to describe their own personal accounts of learning, understanding, and
formative experiences.

The Influence of Dewey on Education
Central to this study, is the contribution Dewey (1938) made to education,
especially his claim that ‘education is the reconstruction of experience’ (Dewey
1938). I interpret this to mean that experience stands at the centre of educational
endeavour and that learning from experience is the making of backward and
forward connections, between what we do to things and what we enjoy or suffer
from things in consequence. Like Dewey I believe that educational ‘experience
11
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grows out of other experiences, and experiences lead to further experiences’
(Dewey, 1916, p. 164).
Dewey argues that good education should have a social and individual purpose
and be conducted in a way that is socially responsible to the present and the
future, thus suggesting that learning does not lie only in future skills, knowledge,
and experiences, it must have meaning in the present as well. In other words a
good education must not only be useful ‘in the here and now’ (Dewey, 1938, p.
18) but it should also make ‘the individual more capable of self-support and selfrespecting independence’ (Dewey, 1938, p. 11).

By arguing for educational experiences that opened possibilities for all, Dewey
recognised the need for building learning experiences upon a firm understanding
of what learners already know, what they need to know, and how they come to
know. According to Dewey the use of narratives, engagement in reflective
practice and knowledge building were essential to effective education.

Defining Narrative
Telling our lives as they happen to us is not only a socially pervasive activity.
Through stories we also value personal history and make sense of our lives
(Gartner, Lathem & Merritt, 2003).

Narratives are part of a rich tradition of socio-cultural knowledge and
practical ‘know-how’ and are instructive for communities of scholars and
practitioners who study them. They reflect the situated understandings
and actions that are context specific for that discipline and they respect
12
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the storyteller as an embodied knower within the cultural dialogue of that
discipline.

(Gartner, Lathem & Merritt, 2003, p. 2)

As individuals, we are constantly involved in the process of reshaping our
narrative traditions by creating and listening to other people’s narratives.
Narratives are crucial for our communication with others, as they provide us
with information on the personality and identity of individuals, their life
characters and events (Clandinin & Connelly, 2000). Lysaght (2001) captures
the fundamental place of the narrative in our society, saying ‘narratives are said
to fashion our lives, providing the structure for our day-to-day existence and
they propel us into a future that is shaped by our lived experiences of them’
(Lysaght, 2001, p. 64). Whilst narratives are the fundamental means of making
ourselves intelligible to one another, they provide the framework by which
humans convey valuable cultural information. Barthes (1996) summaries this
state of affairs thus:

The narratives of the world are without number, the narrative is present
at all times, in all places, in all societies; history of narrative begins with
the history of mankind, there does not exist, and never has existed, a
people without narratives.

(Barthes, 1996, p. 1)

Narratives therefore, bind the facts of our existence together, to enable people to
find meaning and continuity in seemingly complex lives (Beattie, 2000).

Narrative accounts of people’s lived experiences have become a powerful tool
for educational research. The applications of narratives in the academic context
are as varied as the stories themselves. Educational researchers use narratives in

13
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many situations to gain insights on how teachers think (Connelly & Clandinin,
1986; Clandinin & Connelly, 1995, 1996; Beattie, 1995; Syrjl & Estola, 1999)
how students think (Beattie, 1995; Lysaght, 2001) and how schools work
(Bruner, 1986).

To acknowledge the worth and merit of narrative as a tool for constructing
meaning and understanding the meanings which others construct, the works of
prominent authors in the field are presented below. The review of these works
reveals that each has written from the interest of personal experience and has
developed a case for the study of narrative as a mode of inquiry in teacher
education.

Review of Prominent Authors in the Field of Narrative
Author
Bruner (1987)

Polkinghorne (1988)
Connelly and Clandinin
(1986, 1990); Clandinin
and Connelly (2000)

Carter (1990)

Syrjl and Estola (1999)

Summary of Salient Points
Humans are story tellers:
• Narrative ‘…is the most natural and easiest way in which we
organise our experience and knowledge’ (p. 22)
• Narrative is the primary means through which human beings
create meaning.
Narratives are used to understand the world.
• ‘narrative schemes are ubiquitous in our lives…’ (p. 14)
Narratives are the context for making meaning
• ‘we are storytelling organisms and as such lead storied lives’
(Connelly & Clandinin, 1990, p. xvi)
• ‘…narratives should be used as a point of reference for
understanding experience’ (Clandinin & Connelly, 2000, p. 19)
Narratives capture the richness of life.
• ‘ that cannot be expressed in statements of facts or abstract
propositions. It can only be demonstrated or evoked by story’
(p. 6)
Life is a long process of narrative interpretation.
• ‘…a person constantly renews his or her narrative, be recreating mental experiences in the form of words and sentences’
(p. 3)
• ‘…identity comes about through a true dialogue…’ (p. 3)

Figure 2.2: Overview of Prominent Authors in the Field of Narrative

14

Chapter Two: Review of Literature

Bruner: Humans Are Story Tellers
Bruner (1987) argues that humans are storytellers from a very young age,
‘telling stories, about ourselves and about others, to ourselves and to others, is
the most natural and the easiest way in which we organise our experience and
our knowledge’ (p. 22). Bruner considers the process used by a person to
construct his or her life, while telling others about it. This he claims is ‘a way to
re-examine and re-appraise individual knowledge and understandings’ (Bruner,
1987, p.11). Bruner’s obvious belief is that the narrative form is the primary
means through which human beings create meaning for their own lives and
convey cultural information. He argues that ‘a life as led is inseparable from a
life as told or a life is not ‘how it was’ but how it is interpreted and reinterpreted,
told and retold’ (Bruner, 1987, p. 137).

At the heart of Bruner’s (1987) explanation of the way individuals make sense of
the changing and confusing mass of information and how it is interpreted and
synthesised into information is the concept of ‘narrative reasoning’. He argues
that this allows humans to engage in moral dialogue, through actively and
responsibly choosing between the differing ‘stories’ told and heard. For him, the
establishment of meaning comes from the combination of self and society
through a narrative text. Given Bruner’s (1987) view that narratives enable us to
understand the actions of other peoples lives in relation to our own. It follows
that this helps us make sense of our lives.
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Polkinghorne: Narrative are used to Understand the World
Polkinghorne (1988) reiterates and then further develops Bruner’s work. As a
psychologist, academic, and researcher, Polkinghorne (1988) expresses a
concern that research is out of touch with the practical problems of his
profession. Polkinghorne (1988) moved from clinical practice to theory in an
effort to develop a form of narrative research. He realised the importance of
having research strategies that could work with the narratives people use, to
understand the human world. In building his version of narrative research, he
incorporated elements of other disciplines, specifically psychology, history and
literary theory, developing ‘a narrative theory for the practice of the human
disciplines’ (Polkinghorne, 1988, p. 125). Polkinghorne’s theory of narrative is
based on what practitioners and researchers in his field have done as common
practice, ‘talking and listening’. Consequently, Polkinghorne’s work encouraged
his professional contemporaries to borrow theories, metaphors and terms from
other disciplines, to bridge research practice.

Polkinghorne (1988) identified narrative as the fundamental scheme for linking
individual human actions and events. He claims:

The product of our narrative schemes are ubiquitous in our lives: they fill
our cultural and social environment. We create narrative descriptions for
ourselves and for others about our own past actions, and we develop
stories; accounts that give sense to the behaviour of others. We also use
narrative schemes to inform our decisions by constructing imaginative
‘what if’ scenarios. On the receiving end we are constantly confronted
with stories during our conversations and encounters with the written and
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visual media. We are told fairy tales as children, and read and discuss
stories in school.

(Polkinghorne, 1988, p. 14)

He adds, that ‘such research does not construct new narratives but reports
already existing ones’ (p. 162). Narratives, he concludes, have the potential to
bring new meaning to the experiences of change, growth and professional
development (Polkinghorne, 1988, p. 162).

Connelly and Clandinin: - Narratives are the Context for
Making Meaning
Connelly and Clandinin (1990), value the personal narrative as a research tool.
Like Bruner and Polkinghorne, they argue the main reason for the
implementation of narrative as a form of educational research, is that ‘we as
humans are storytelling organisms, and as such lead storied lives’ (p. xvi).
Connelly and Clandinin (1986) suggest that ‘teachers’ narratives act as a
metaphor for the teaching-learning relationship, claiming that life narratives are
the context for making meaning of school situations’ (p. 2).
The same authors provide an outline for the narrative inquiry process, presenting
examples that ground narrative inquiry into education and social science
research. Among other things, they claim that ' understanding experiences as
lived and told stories… has gained popularity in qualitative research' (Clandinin
& Connelly, 2000, p.19). Furthermore to argue that unlike some traditional
rationalistic research methods, ‘narrative inquiry is successful in capturing
personal and human dimensions, that cannot be quantified into dry facts and
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numerical data’ and argue that, ‘narrative should be used as a point of reference
for understanding experience’ (Clandinin & Connelly, 2000, p.19). They state:
Our interest in narrative has its origins in our interest in experience. With
narrative as a vantage point, we have a point of reference, a life and a ground to
stand on for imagining what experience is and for imagining how it might be
studied and represented in researcher's texts.
(Clandinin & Connelly, 2000, p. xxvi)
Clandinin and Connelly (2000) further speculate that past experience gives
significance to current experience as past stories are elaborated upon and new
stories are created. This acknowledges the role that present experience plays in
the assigning of value to events and experiences as individual stories emerge. In
this view, experiences are the stories people live. Therefore, people live stories
and in the telling of these stories, they affirm and modify them and create new
meanings and new stories.

Carter: Narratives Capture the Richness of Life
Like Clandinin & Connelly (2000), Carter (1990) also considers narratives to be
a mode of knowing that capture the richness and the nuances of meaning in
teaching. This richness, she explains ‘cannot be expressed in definitions,
statements of facts or abstract propositions. It can only be demonstrated or
evoked by story’ (Carter, 1990, p. 6). Furthermore Carter (1990), considers
narratives to be, ‘the very stuff of teaching’ because the stories teachers live by,
are not private inventions ‘they are public expressions of knowledge that arise
from actions in classrooms’ (p. 7). Actions she describes, as ‘the core knowledge
teachers have of teaching, which comes from their practice’ (p. 7).
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Syrjl and Estola: Life is a Long Process of Narrative
Interpretation
Syrjl and Estola (1999), place significance on the recursive nature of a narrative.
They argue that ‘a person constantly renews his or her narrative, by re-creating
mental experiences, in the form of words and sentences’ and that, because life is
a long process of narrative interpretation, ‘the significance of life, cannot be
differentiated from the stories that are told of it. (Syrjl & Estola, 1999, p. 3). In
addition, they advocate that ‘identity comes about through a true dialogue
between the self and the environment’ (Syrjl & Estola, 1999, p. 3). Impacting on
this is the attitude of the audience towards the narrative. Syrjl and Estola (1999)
highlight that these spoken words enhance the knowledge of both the narrator
and the listener, commenting that, ‘in dialogue a person who tells about lifestory, simultaneously reflects on his/her self and life. His/her identity, consists of
what things he/she recalls and how he/she understands them.’ (Syrjl & Estola,
1999, p. 3).

Together, these authors provide a background to narrative inquiry. They
demonstrate that narrative inquiry has been adapted from other disciplines to
present a way to collect and analyse stories. These authors seem to hold the same
epistemological position, namely that experience cannot speak for itself, that it
has to be represented in the form of a text. They also agree that meanings are
embedded in these texts in the forms by which they are constructed by the teller.
Collectively they argue that the principal interest in narratives as a valuable form
of data is to be found in their potential to understand growth and transformation
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in the life stories as they are told. Important consequences of the use of narrative
in this way are that the actual ‘telling’ promotes growth and change and gives
voice to those telling their story.

Narrative as an Inquiry

The decision to use narratives as the methodological tool for this study meant
looking more closely at the term, ‘narrative inquiry’. In much of the literature,
the term ‘narrative inquiry’ has been used as an overarching category for a
contemporary form of research practice, which included the collection and
analysis of autobiographies and biographies. What counts as narrative inquiry
varies widely across researcher practice and those who critique it. Narrative
inquiry, as a method of analysis, is thought to have taken hold during the
twentieth century, with the analysis of fairy tales and myths (Alvermann, 1999).

More recent work refers to narrative inquiry as ‘the study of stories of
experience, or, of life generally, which enables a researcher to identify themes,
issues, concerns and problems of individuals, or communities’ (Casey, 1995, p.
4). This ‘privileges the respondents by making audible their perspectives, as well
as extracting potentially pertinent and invaluable information from their needs
and circumstances, pertinent to their culture’ (Casey, 1995, p. 4).

Unlike more traditional research methods, narrative inquiry captures aspects of
personal and human lives that cannot be ‘quantified into facts and numerical
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data’ (Clandinin & Connelly, 2000, p. 19). Advocates claim, that narrative
inquiry is a tool that arranges experiences to make them comprehensible,
memorable and shareable (Gudsmundsdottir, 1991, 1996; Casey, 1995;
Clandinin & Connelly, 2000). Similarly, Gartner, Latham and Merritt (2003)
propose that:

Narrative inquiry, gives permission to learners to tap into the tacit
knowledge embedded in their experience as well as to learn from each
other in the process. It serves as a springboard for dialogue about the
deeper issues of their professional discipline that may not be easily
illuminated through other methods.
(Gartner, Latham & Merritt, 2003 p. 2)

Because narratives rely strongly on communication and relationships, they can
facilitate connections between people and create a sense of ‘shared history’.
Thus the environmental context for learning becomes one that supports the
strengthening of collaboration and builds self-esteem (Lindesmith, 1994).

It can be argued that narrative inquiry has been valued by many, not only as a
process for eliciting meaning from experience, but as a legitimate
methodological approach for addressing significant research questions. This is
especially true for teacher-researchers. If narratives do indeed encapsulate a
wealth of experience embodied by teachers and the complexity of understanding
what teaching is, then it is clear why some educational researchers have
advocated that narrative inquiry provides an important platform for giving voice
to teachers, by encouraging them to tell their stories (Clandinin & Connelly,
1990; Goodson & Hargreaves, 1995; Syrjl & Estola, 1999 and Beattie, 2000).
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Chapter Two: Review of Literature

The concept of, ‘voice’ is a central controlling metaphor in much of the recent
writing in narrative inquiry. Syrjl and Estola (1999) for example use the term
‘telling and retelling’, while Clandinin and Connelly (1990), prominent in
contemporary works in this field, argue narrative to be the process by which
researchers insert themselves into the story of another, for the purpose of giving
that other a ’voice’. Viewed in this light, narratives are seen as mutual
constructions, in which the researcher and participant work together, to produce
a story, which is authentic. Beattie (2000) seems to agree, and claims that:

One of the main issues in narrative research is the development of
‘voice’, the development of the teacher's own voice. What I mean by that
is understanding your own journey and understanding your own moral
purpose and your own ideals for who you are as a teacher and who you
want to be.

I believe the only way to come to understand that is to

continually explore your beliefs and values in the context of your whole
life. In a narrative context this means that you try to make sense of the
present situation of your life, in the context of your past experience and
your future goals and dreams. A narrative perspective, therefore, is the
whole perspective and what makes sense to you or to me, in any given
situation, has to do with where we have come from and where we are
going to.

(Beattie, 2000, p. 4)

Goodson and Hargreaves (1995) also support the use of, ‘the genuine voice of
the oppressed subject, the teacher, uncontaminated by active human
collaboration: teachers talking about their practice, providing us with personal
and practical insights into their experiences’ (p. 1). Although Goodson and
Hargreaves (1995) consider the narrative orientation of teacher research, ‘to be
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promising’, Goodson (1996), in a later publication, questions the value of the
orientation. He states:

Teachers’ stories are captivating and compelling and may serve as
catalysts towards change and a better understand of teaching and
teachers’ lives, but we must also ask whose voice is heard in them and
how they are utilised. The researcher’s role is important: they place the
narratives in their social and political contexts, participate in the
collaboration through which narratives are generated and figure out the
ways of proceeding.

(Goodson, 1996 p. 216)

Within the gamut of literature, there seems to be some consensus, that narrative
used as a methodological approach, can provide the means for gathering
personal information that will lead to the construction of a new lived story.
When we speak, our words do not simply reflect meaning, rather, they give
shape to the meaning of experience in our lives. The value of this observation is
that it is used to understand or explain how human experience is made
meaningful and how it relies on the social interactions within environments, to
provide accounts of people’s thoughts, beliefs, interpretations and experiences.
Within such a process, teachers, students and educators, can explore their own
narratives, as well as narratives of the others in their community, to come to an
understanding of their identity.

Overall, narrative inquiry approaches to teaching and learning provide the basis
for both entering the practical world of teaching and understanding socially
embedded knowledge within the world. Narrative inquiry therefore plays an
important role in life history and an important part in education. In summation it
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can be said, that narrative provides the framework for making sense of the
‘lived-and-told’ experiences. Since Dewey gives the discourse for undertaking
this inquiry, it is necessary to discuss how an experience is significant and
important. One in which a person actively and mindfully takes in what is
happening, records it in the memory for reflection and sharing with others. A
process referred to as reflective practice.

Defining Reflective Practice

At the root of most concepts of reflective practice is Dewey’s philosophical
statement that reflective thought is ‘the active, persistent, and careful
consideration of any belief or supposed form of knowledge, in the light of the
grounds that support it and the further conclusions to which it tends’ (Dewey,
1933, p. 6). In the past seventy years, the term ‘reflective practice’ has
increasingly appeared in the descriptions of teacher education and has been used
as a theme in many teacher education programs (Valli, 1992; Wilson, Hine
Dobbins, Bransgrove & Elterman, 1995; Leminer & Mayer, 2001; Kiggins,
2002). Reflective practice, which is likened to the process of ‘self-evaluation’
(Barry & King, 1998, p. 409) is said to be the hallmark of professionalism. It is
described as a process, where the participants ‘systematically reflect’ (Barry &
King, 1998) on their actions. Authors, such as, Feiman-Nemser (1990); Zeichner
(1993); King and Kitchener (1994); Kroll (1997); Scanlan and Chernomas
(1997); Greenwood (1998) assert that, reflective practice is the terminology used
to describe reflection as a special form of problem solving.
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Schón
Much of the current interest for engaging in reflective practice comes from
Schón’s work (1983, 1987). Drawing his theories from studying various
professions such as architecture and psychotherapy, Schón believes there are
some processes central to professional competence that cannot necessarily be
taught or described through scientific theory. Instead, professionals think about
what they are doing as they are doing it in a process Schón labels ‘reflection-in
action’, implying conscious thinking and modification of actions while on the
job. Accordingly, when professionals are faced with a problem, they reflect on
past experiences to frame the problem, which in turn improves their practice.
Schón claims that reflective practitioners ‘conduct framed experiments in which
they impose a kind of coherence on messy situations, that constitutes a reflective
conversation with the materials of a situation-the design-like-artistry of
professional practice’ (Schón, 1987, p. 157).

It can be said that reflection-in-action is that process that allows us to
reshape,what we are working on, while we are working on it. It is that on-going
evaluation which helps us find a solution to a current problem. In this, Schón
(1983) claims:

We do not use a ‘trial and error’ method. Rather, our actions are much
more reasoned and purposeful. If something isn’t working correctly then
you ‘reflect’ in the action-present. Reflecting-in-action is generally called
forth, when a surprise appears in the process of accomplishing the task,
and that surprise causes one to question how the surprise occurred, given
our usual thinking process.

(Schón, 1983, p. 157)
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When this process of reflection-in-action is applied to teaching, it is noted by
university facilitators such as Zeichner (1993) and Kroll (1997) that it involves
teachers experimenting with their own actions, while they are carrying out and
evaluating them, in order to meet the ever-changing needs of the class.

A second fork in Schón’s theory is the process of ‘reflection-on-action’. Schón
(1987). He claims that ‘we reflect–on-action, thinking back on what we have
done, in order to discover how our knowing-in-action, may have contributed to
an unexpected outcome’ (Schón, 1983, p. 26). This process implies that finding
solutions to real problems involves thinking back over the experience. In doing
so the practitioner is able to develop insights, in terms of a clearer understanding
of the relationships between what took place, the purposes intended, and
difficulties which arose and view these within a broader cultural or professional
perspectives (Zeichner, 1993).

Van Manen

Reflective practice may also be thought of as occurring on levels or stages. Van
Manen (1977) claims that the practical use of educational knowledge occurs in
an increasingly reflective manner and suggests there are three levels of
reflection. These are:

•

The technical levels where educational techniques are applied to attain a
given end;

•

The interpretive level, as being a more adequate way for teachers to make
practical use of their own experiences in the reality of their classrooms; and
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•

The highest level of critical analysis is described by Van Manen (1977) thus;
‘the practical addresses itself, reflectively, to the question of the worth of
knowledge and to the nature of the social conditions necessary for raising the
question of worthwhileness in the first place’.

(Van Manen, 1977, p. 227)

King and Kitchener

King and Kitchener (1994) present another theory, which they call the
‘Reflective Judgement Model’ (King & Kitchener, 1994). This model suggests
that reflective practise occurs in stages, which in turn implies that reflective
judgement is developmental. In the lower stages of this model, knowledge is
viewed as certain and beliefs are justified because of direct observation.
Contextual knowledge and justification occurs in the middle stages of this
model. King and Kitchener (1994) claim that truly reflective thinking occurs
only at the upper stages where knowledge is constructed from a variety of
sources.

Thus a teacher’s reflective practice, according to Dewey and Schón, would be
the teacher’s engagement in a process of inquiry concerning a problem
encountered in the classroom. According to Van Manen and King and Kitchener,
a teacher’s reflective practice may be described as being on a particular level of
reflective thinking. King and Kitchener further suggest that the reflective teacher
may take actions of varying degrees of reflection, however true reflective
practice only occurs on the highest levels.

In addition to these commonly cited references to reflective practice, a wide
range of interpretations exists. In her reviews of education programs, Feiman27
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Nemser (1990) finds many programs ‘endorse the goal of reflection, even though
they embody different conceptual orientations’ (p. 221). Similarly Zeichner
(1993) also finds variations to the traditional interpretation of reflective practice.
On the whole reflective practice expresses a belief in using past experience and
knowledge to frame a solution to a problem and appears to be a desirable
practice in teaching and teacher education.

Reflective Practice in Teacher Education
Reflective practice is about understanding and solving problems that go beyond
merely re-telling a story or recalling of a particular experience. It further allows
us, to ‘catch ourselves in the act of living in the world consciously and in a way
that results in learning’ (Watson & Wilcox, 2000 p. 58). Research into reflective
practice in teacher education programs, challenges the traditional view of teacher
education and training, which emphasises the mastery of externally determined
skills and theory. To view the development of skills and techniques as being
grounded in personal experience, learning moves well beyond traditional
wisdom. In a practical teaching sense, reflections-on-actions, through oral
articulation, is the means for teachers ‘to become better acquainted with their
own story’ (Conle, 1997, p. 206) and improve their practice. Syrjl and Estola
(1999) argue that teachers reflect by telling stories, which help them to
reconstruct their personal experiences and to develop new insights into their
teaching, while Johnson (1989), identifies that ‘teachers’ reflections have been
considered, as an appropriate means of accounting for professional practice’.
This implies that reflective practice promotes the construction of abstract
knowledge. When applied to preservice teachers, it should help them acquire
28
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knowledge in a form that is both tied to the context of its use, while
simultaneously being independent of any particular context.

By promoting

reflective practice, teacher educators acknowledge the need for building learning
experiences upon firm understanding of what learners know, what they need to
know and how they come to know.

Examples of current preservice teacher education programs that view the
capacity to reflect on practice as an essential component of the curriculum
include those presented by Wilson, Hine, Dobbins, Bransgrove, and Elterman
(1995) and Leminer and Mayer (2001). Wilson et al. (1995) from Deakin
University write about the benefits of the introduction of ‘reflective journal
writing’ into the preservice teacher education program, saying, ‘that in their
experience, active personal engagement in the preservice teacher’s own thinking
and understanding empowers them to make meaningful connections amongst
ideas and concepts in their professional education’ (Wilson et al. 1995, p. 165).

Leminer and Mayer (2001) from Queensland University, also acknowledge that
‘learning to teach is a social process of negotiation rather than an individual
problem of learned behaviour’ (Leminer & Mayer, 2001, p. 1). They report that
the introduction of a WebCT discussion space encouraged preservice teachers to
reflect on their experiences, thoughts, issues and the concerns with the other
members of the virtual community. Leminer and Mayer’s (2001) report
identifies that preservice teachers used this discussion space to bridge the gap
between knowledge and ‘practical experience’. It also further demonstrates the
role reflective practice can play in preparing preservice teachers for the role of
teaching.
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Engaging Individual Knowledge

Over half a century ago, Dewey (1938) expressed the belief that ‘all genuine
education comes through experience’ (p. 25). Since then, many educators have
struggled with the complex implications of this simply stated notion.

Good and Brophy (1994) remind us that the most important factor affecting
opportunities to learn is the nature of the learning environment. While
constructivisim suggests that meaning is constructed by the learner (Glaserfeld,
1989) it should not be construed that learning occurs in isolation. Indeed, it has
been strongly argued by others that construction of meaning takes place in a
social context (Vygotsky, 1978; Zeichner, 1993). Consequently, most of what
individuals come to know and understand develops through experiences in a
learning community. The structure and nature of such learning communities
seem to have powerful influences on the learning outcomes of learners. For
example some researchers report that learning communities benefit all students
(Brown & Campione, 1990; Mead, 1992; Bruffee, 1993; Hewitt, Brett,
Scardamalia, Frecker & Webb, 1995; Johnson & Johnson, 1999; Kiggins, 2002)
because the ‘students work together to maximise their own and each other’s
learning’ (Johnson & Johnson, 1999, p. 61). Seely-Brown and Solomon-Gray
(1995) describe this as a community of practice, suggesting that:

At the simplest level, communities of practice are small groups of people
who work together over a period of time. People in communities of
practice can perform the same job; collaborate on a shared task, or work
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together on a product. They are peers in the execution of ‘real work’ held
together by a common sense of purpose.
(Seely-Brown & Solomon-Gray, 1995, p.7)

This definition is supported and expanded upon by Goos and Bennison (2002)
who suggest a community of practice is ‘a sustained social network of
individuals who share common beliefs, values and practices in the pursuit of a
mutual enterprise that is connected to the larger social system in which the
community is nested’ (p.2).

Learning in communities is supported by the explicitly expressed understanding
that the learning is achieved through collaboration, a process, which Bruffee
argues embraces various active learning approaches which value the voice and
contributions of all the participants (Bruffee, 1993). The benefits are both
positive and significant, as ‘one cannot share in intercourse with others without
learning, without getting a broader point of view and perceiving things of which
one would otherwise be ignorant’ (Dewey, 1916). Those who see education
through this lens credit the discourse as the real source of knowledge (Mead,
1992).

Hill reports that her institution has implemented a program, which promotes
‘intellectual functioning’ in their primary and secondary preservice teachers. She
further explains that they were guided in their implementation by the knowledge
that the ‘intellectual functioning of preservice teachers is a determining factor in
the quality of their learning and teaching in all areas’ and that this quality is
rarely achieved through traditional instruction. (Hill, 1999) A feature of this
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program is an emphasis on dialogue, thus encouraging learners to ask inquiry
questions to probe for deeper meanings, listen to other points of view and make
informed judgements about their own learning. Hill goes on to claim positive
changes in the students’ pedagogies resulted, noting that students were better
prepared to support fellow learners, listen to others, recognise others’ intellectual
endeavours, reflect on their own understandings, and respond to challenges (Hill,
1999). McCormack seems to agree, pointing out that collaborative learning
involves both active learners and more skilled partners providing guidance in the
course of the collaborative endeavour (McCormack, 1997).

Not only can collaborative learning contribute to a positive learning
environment, it is also linked to learning, which is increased when students are
allowed to use each other as resources (Johnson & Johnson, 1999, p. 61). Trist
(1983) believes that solutions to complex problems require input from
individuals across different disciplines. Through interdependence, collaborators
feel less uncertain about the task, take more risks and are more creative in what
they produce. The use of collaborative learning strategies takes a variety of
forms in the educational arena, group work being one.

Group work takes a number of forms along a collaborative continuum of
working together. Just as humans collaborate in diverse ways, group work exists
in informal and formal settings, from unstructured to highly structured contexts.
Homan and Poel (1991) define group work as ‘students working together in a
group small enough so that everyone has the opportunity to participate in a task
that has been assigned’ (p. 2).
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Gatfield (1999) claims that the group approach to learning has been widely
accepted by educators as an effective teaching and learning tool, citing evidence
that students working in groups achieved a higher academic understanding of the
work. In support, Baloche (1994) argues that the majority of current research
indicates that group work strategies increase students’ academic success through
strengthened social interaction, which places students in situations in which they
must cooperate. One could argue that such skills are valuable to students not
only in the academic setting, but also in preparation for future work as teachers.

Vygotsky’s theoretical contributions (1978) help elaborate and expand the idea
that ‘the more we hear, and the more interaction we have the richer our
knowledge choices can be’ (Vygotsky, 1978, p. 90). His theories have many
important implications for preservice teacher education. The simplest is that by
its very nature, learning is a social activity and is thus enhanced through social
interaction. Through social contacts, students learn new ideas and processes that
stimulate their own development. Later, these ideas are internalised as abstract
thought and ‘become part of the child’s (participant’s) independent
developmental achievement’ (Vygotsky, 1978, p. 90). Vygotsky’s research
showed that language and action converged to function in the ‘goal oriented’
social activity of a task. Vygotsky (1978) described learning as being embedded
within social events and occurring as a learner interacts with people, objects, and
events in the environment.

Sociocultural theory also insists we take a close look at the social context of
learning (Vygotsky, 1978). From this viewpoint, learning is not seen as a solitary
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activity, but is described as occurring through social interaction with peers,
mentors and experts. In preservice teacher education sociocultural theory holds
promise for understanding how preservice teachers can gain access to
professional knowledge through collaboration with members of a ‘community of
practice’ (Goos & Bennison, 2002). Clearly, sociocultural theory is much more
complex than this brief description might lead one to believe.

Summary: Making this Literature Relevant to this Inquiry

As outlined, sharing, reflections on, and engaging in, experience are of prime
significance to learning practices. The extent to which they are discussed and the
importance placed on their function has been illustrated in the above outline of
literature. Like Dewey, I believe that an important goal of educational practice
is a strong sense community building among its members. Again like Dewey, I
also believe that learning is contingent on a growing sense of belonging to this
community. In this sense I agree with Dewey’s notion that ‘one cannot share in
intercourse with others without learning, without getting a broader point of view
and perceiving things of which one would otherwise be ignorant’ (Dewey,
1916). Nor do I find it difficult to accept Vygotsky's insistence on the ‘need to
concentrate not on the product of development but on the very process by which
higher forms are established’ (Vygotsky, 1978, p. 64).
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The Nature of Teaching
The development of a teacher cannot be restricted to the formal period of teacher
preparation (Hemmings, 2003) A wider, more encompassing view of teacher
development and socialisation is needed (Zeichner & Gore, 1990).

Teacher socialisation

There is an increasing awareness that learning to teach is can be likened to a
socialisation process. (Lortie, 1975; Hollingsworth, 1989; Zeichner & Gore,
1990; Calderhead & Robson, 1991; Calderhead, 1991; Kagan, 1992; Cole &
Knowles, 1993; Barry & King, 1998; Leminer & Mayer, 2002). Zeichner and
Gore tend to agree, arguing that teaching is a process influenced by the
interaction between past and present experience which result in prospective
teachers forming new understandings about teaching and themselves as teachers
(Zeichner & Gore, 1990).

Most who perceive learning to teach as a form of socialisation link it to the
development of a personal knowledge (Carter, 1990, 1993; Connelly &
Clandinin, 1988, 1986; McCormack, 1997; Barry & King, 1998). Within this
pool of literature, there is an agreement that preservice teachers enter their
education programs having spent many thousands of hours as pupils in a
classroom. Barry and King (1998) suggest that during this time of being a
classroom student, the knowledge gained through sitting with peers facing the
chalkboard, watching, talking, writing, listening, reading, drawing, working in
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groups and solving problems, inculcate the practical functions of a classroom
and the actions of teaching. They are being socialised to understand teaching
practice. Leminer and Mayer (2002) argue that a result of this exposure to
classroom and school practice, ‘preservice teachers bring to their teacher
education more than a desire to teach, they bring their life experiences, which in
turn, contribute to their knowledge of the world of schools and the curriculum’
(Leminer & Mayer, 2002, p. 2). Further support for this idea is provided by
researchers like Pajares (1992) who suggest that prior experiences lead to the
development of a body of values, attitudes, beliefs and practices, which include
well developed ideas about what makes up ‘good’ preservice teaching and
learning. Accordingly Su (1992) points out:

Teacher candidates, upon entering training programs, already hold
certain education values and beliefs because of their unique prior
socialization experiences. Teacher candidates, unlike trainees in other
professions, have had the exceptional opportunity to observe 12 to 16
continuous years members of the teaching profession at work.
(Su, 1992, p. 243)

Lortie’s (1975) research proposes that this period of learning as students in the
classroom could be referred to as an ‘apprenticeship of observation’ (p. 62).
Lortie’s metaphor implies that teacher socialisation occurs largely through the
internalisation of teaching models during the time spent as pupils in close
contact with teachers. Irrespective of how it’s described, research in the field
takes a holistic view of teachers' knowledge-in-action, not only examining
teachers' characteristics and behaviour, but also their experiences.
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Despite the differences in methodology and focus, studies by Hollingsworth
(1989); Kagan (1990); Calderhead and Robson (1991); Cole and Knowles
(1993); McCormack (1997) and Johnson and Landers-Macrine (1998) provide
generally consistent insights into the ways in which the preservice teachers’
childhood memories of both positive and negative school experiences shape their
conceptions of teaching and learning. McCormack (1997) suggests, that as a
result of preservice teachers’ prior experiences in a classroom, their attitudes and
understandings act as a kind of filter through which they view the theoretical and
practical content of their teacher training. In a similar vein, Kagan (1990) claims
that:

The personal beliefs and images that preservice candidates bring to
programs of teacher education usually remain inflexible…. Thus, a
candidate´s personal beliefs and images determine how much knowledge
the candidate acquires from a preservice program and how it is
interpreted.

(Kagan, 1990, p. 130)

An additional view, suggests that preservice teacher learning is affected to a
considerable extent by the quality of relationships they had as children with
significant adults such as their parents and caregivers, and that becoming a
teacher is, to some extent, a process of trying to become like the significant
others in their childhood (Calderhead, 1991; Kagan, 1992; Zeichner & Gore,
1990). According to this view preservice teachers are governed by the effects of
their early childhood heritage and experiences (Zeichner & Gore, 1990). The
implications of this are that the personal practical knowledge and personal
images attached to childhood are the knowledge that interconnects past, present
and future education events. These explanations restate Dewey’s (1916) belief
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that ‘we learn from experience’ and establish that learning does not occur in
isolation, as it is embedded in interactions with others, objects and memories.

This concept of an interactive socialisation process implies that a range of
personal and structural factors influence the development of teachers.
Socialisation in the workplace and school culture can occur through interactions
between colleagues. It has been argued that teacher socialisation prior to formal
teacher education and the impact of workplace through ‘on-the-job-experience’
are the most powerful agents in teacher development compared to formal teacher
education (Fieman-Nemser & Norman 2000, p. 734). The degree of involvement
in such practices has the potential to impact on teachers’ development.

Identifying the Changing Role of the Teacher

Waller’s historic definition of teaching in his publication The Sociology of
Teaching (Waller, 1932), discusses the role of teachers and the effects of
teaching on personality and social status. Waller’s review provides a base for
exploring the role of the teacher as it is presented in current literature. As Waller
declares:
The teacher-pupil relationship is a form of institutionalised dominance
and subordination. The teacher and pupil confront each other in the
school with an original conflict of desires, and however much that
conflict may be reduced in amount, or however much it may be hidden, it
still remains. The teacher represents the adult group, ever the enemy of
the spontaneous life of children. The teacher represents the formal
curriculum, and his interest is in imposing that curriculum upon the
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children.... The teacher represents the established social order in the
school, and his interest is in maintaining that order. (Waller, 1932, p. 23)

Waller’s review describes school as a forceful and coercive institution. At the
top are teachers, given their authority by the community. At the bottom are
children, relatively helpless under the teacher’s control. Here, in this traditional
interpretation of the role of a teacher the interests of teachers are in unavoidable
and universal conflict with the interests of children. The teacher, according to
Waller, is the taskmaster, attempting to make the students learn the formal
curriculum. The students are subordinate to them and are much less interested in
schoolbooks. The teacher’s role is to force the students into obedience and
learning.

It is evident that in the last century, the teaching practice has developed and there
have been notable changes in procedures. The old rigid process of ‘instilling’ a
required set of subject matter has become unfashionable, mainly because it
tended to ignore individual differences between students (Reynolds, 1999). Such
practice has been challenged by more learner-centred views, which acknowledge
both prior knowledge and motivation for learning.

As a consequence of this new approach, the role of teachers in the current sociopolitical context is ill defined. In the process of seeking a definition, researchers
have taken a wide range of perspectives, including teaching attributes, teacher
attitudes, expectations and behaviours, and teacher achievement (Brophy &
Good, 1974); classroom management and student achievement (Doyle, 1985),
prior knowledge (Barry & King, 1998) and the cognitive development of
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preservice teachers (Hill, 1999). Such a view is echoed by Vinson (2001) who
commented that the ‘challenging and multifaceted’ nature of teachers’ work and
the demands placed upon their role have been increasing ‘exponentially’ in
recent years.

While these list a few areas of study they by no means represent the myriad of
research studies which attempt to identify or define the changing role of
teachers. A synthesis of the arguments put forward by such researchers would
include the following; at its basic level the role of the teacher is to teach, while at
a more complex level the role of a teacher is to assume the duties of a planner,
executive, manager, caregiver, psychologist, nurse, cleaner, mentor and
administrator (Barry & King, 1998; Kiggins, 2002).

Within the plethora of emerging literature, it is also acknowledged that teachers
will encounter challenges unknown in the past, including having to deal with
students from diverse cultural, language and socio-economic backgrounds. It
also argues that for teachers to meet these challenges they will need to develop
critical and reflective judgements, tolerance and an awareness of self.
Developing such skills is viewed as a continuous process that sees the teachers
draw on and share knowledge.

Considering now that learning is itself an activity of continual growth, there is a
general agreement that teachers need to be confident with their abilities, possess
the basic skills required to develop the personal intelligence of the students, and
to promote the development of knowledge about the world (Barry & King, 1998;
Hill, 1999; Reynolds, 1999).

It is timely and necessary that the nature of
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teaching be better understood and for teaching be recognised as a profession
(Ramsey, 2000; Vinson, 2001).

The Role of Teacher as an Educator
One commonly held expectation sees the role of a teacher as an educator. This
entails equipping students with knowledge, skills, values, and attitudes that will
see them become proficient and competent members of society (Barry & King,
1998; Goos & Bennison, 2002; Kiggins, 2002; Ryan & Brandenburg, 2002). The
expectation that teachers are ‘quality’ (Ramsey, 2000) and ‘effective’ (Barry &
King, 1998; Brock & Mowbray, 1999) and ‘professional’ (Ramsey, 2000;
Vinson, 2001) is not unreasonable, considering the important contribution
education plays in shaping future societies (Goos & Bennison, 2002). Congruent
with this notion, a model of effective teaching attributes is proposed by Brock
and Mowbray (1999):
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Reflective
practitioners who
embody the
qualities of the
educated person
and are exemplary
citizen

Accomplished in
assessing and
reporting the
learning outcomes
of their students

Masters of the
content and
discourse of their
disciplines from
which the subjects
they teach are
derived

Effective
Teachers
Are…

Leaders of
learning
communities
Expert in the
art and science
of teaching

Committed to
their students and
their holistic
development

Exemplary in
their management
of student
behaviour in
classrooms and
other teaching
contexts

Adaptation of Brock & Mowbray
(1999) The Effective Teachers

Figure 2.3: Brock and Mowbray’s Effective Teaching Model

The above model illustrates a range of roles a teacher is expected to have. It is
evident that practising and prospective teachers are not expected to be authorities
with respect to knowledge. Rather they are expected to be ‘exemplary’, ‘expert’,
‘leaders’ able to reflect on practice and therefore move forward with the future
demands of teaching.

Recently, the terms ‘quality’ and ‘effective’ have become central to the notion of
a teaching professional. Both Ramsey (2000) and Vinson (2001) make reference
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to teachers in New South Wales gaining recognition as teaching professionals. If
such expectations are placed on teachers, they must be provided with
opportunities to change. Such changes should empower teachers to help
individual students ‘transcend’ traditional ways of thinking, and promote the
transformation of students’ and teachers’ roles into new understandings about
inquiry and meaningful learning (Loughran & Russell, 1997; Rutherford &
Ahlgren, 1990; Craven & Penick, 2001). Craven and Penick (2001) assert that
change such as this is absolutely necessary before the goals of education are
possible since ‘today, increasingly complex scientific and technological issues
challenge our global society’ (Craven & Penick, 2001, p. 1). Hargreaves’ (1996)
suggests that all teachers face the same type of challenges in their work as they
strive to meet the diverse educational needs of their students. Therefore, he goes
on to state that teachers, regardless of their level of expertise, must see
themselves as learners, across the continuum of their careers (Hargreaves, 1996,
p. 17).

The development of teaching professionals who strive for ‘best’ practice in
meeting the educational needs of learners must be focused on a continuum of
professional growth spanning a teacher’s career (Feiman-Nemser, 2001). In such
a learning environment, learners must engage in inquiry, must value thinking,
and dedicate themselves to working together as they explore and test their
thoughts (Craven & Penick, 2001, p. 1-2).

Where does teacher education ‘fit’ in all this?
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The Role of Teacher Education

There is general agreement that the role of teacher education should be to
develop and produce effective and quality teaching professionals (Loughran &
Russell, 1997; Ramsay, 2000; Vinson 2001). What constitutes ‘effective’ in
beginning teacher practice is continually evolving in line with the forever
changing climate of schools and community (Hemmings, 2003). As a result there
appears to be a growing recognition that many teacher education programs do
not fully prepare preservice teachers and beginning teachers for the rigours of
‘life long learning’ or school teaching (Loughran & Russell, 1997). Thus they
are not preparing preservice and beginning teachers for the multitude of
requirements, expectations, and competencies they need (Reynolds, 1995).

Evidence continues to emerge suggesting that there is a substantial lack of
common understanding as to what could and or should be done, to improve the
delivery of preservice teacher educations (Reynolds, 1995). In Australia, recent
inquiries and reports of governments and professional bodies have attempted to
address these issues by reviewing preservice teacher education (Quality Matters:
Revitalising teaching: critical times, critical choice, 2000; Inquiry into the
Provision of Public Education in New South Wales, 2001). However, many of
their recommendations highlight preferred organisational features rather than
providing a basis for discussing the philosophical underpinnings of teacher
education or its pedagogy. Vinson’s recommendations include:
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•

Providing adequate preservice teaching practicum, with trained practicum
supervisors;

•

Ensuring practicum objectives be aligned with university coursework
content; and

•

Ensuring preservice teacher education better prepares graduates for ‘the
practicalities of the classroom’ and the teaching of students with diverse
learning needs.

(Vinson, 2001)

There is also confusion about what beginning teachers should know and be able
to do upon entering their first appointment. Often evaluations of preservice
teacher education cast negative assessments on the adequacy of preservice
teacher education (Hemmings, 2003). Reynolds (1995) attributes this to the
absence of an ‘explicated knowledge base’ (p. 217) suggesting that there are
differences in expectations between what university facilitators, schools and
departments of eduction believe beginning teachers should know. This is also
questioned by Loughran, Mitchell, Neale and Toussaint, (2001), when they say:

Beginning teaching is a challenging and demanding time. The complex
nature of teaching and learning, combined with the inevitable need to
become familiar with the scripts for how to act, both professionally and
socially within a school context, create constant dilemmas and concerns
for the beginning teacher. It is not uncommon therefore for beginning
teachers to find their role less well defined that they might other wise
have expected as they come to grips with what it means to be a teacher.
(Loughran, et al. 2001, p. 31)
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Consequently, research continually indicates that preservice teaching programs
are inadequate. This is summarised by Blackwell, Futrell and Imig (2003)
•

Graduates leaving training with an inadequate knowledge and weak
knowledge base and the inability to progress on a professional base;

•

Faculty structural designs, including courses separated from school
experience and insufficient time to learn about student learning and

•

Courses that lack relevance to the real work of teachers.
(Blackwell, Futrell & Imig, 2003, p. 360)

The additional battle in preparing students to be effective teachers is the transfer
of theoretical knowledge to teaching practice. The discrepancy is that these
function ‘in isolation rather than complementing each other’ (McCormack, 1997,
p. 3). The concern is ‘how to integrate the two in such a way that it leads to
integration within the teacher’ (Korthagen & Kessels, 1999, p. 4). The fact that
learning is a continuous process grounded in experience has important
educational implications. As Boud, Cohen and Walker (1993) highlight:

Experience cannot be bypassed; it is the central consideration of all
learning. Learning builds on and flows from experience; no matter what
external prompts to learning there might be - teachers, materials,
interesting opportunities - learning can only occur if the experience of the
learner is engaged, at least at some level.
(Boud, Cohen & Walker, 1993, p. 8)

Studies have begun to enhance these understandings by looking at this
component of the teacher education program. Aiken, and Day (1999), highlight
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that when preservice teachers are placed in schools and educational settings they
obtain relevant field experiences under the supervision of qualified host
supervisors. It is while they are on in-school placement that they encounter
students from diverse backgrounds, they advance their knowledge of pedagogy,
apply the skills learned in their courses, encounter current and innovative
practices, and reflect upon their experiences (Aiken & Day, 1999). Therefore
teacher preparation programs do work to develop preservice teacher
understandings and practice of teaching and learning. The view is that it is the in
school experience that is the only ‘real learning’ experience offered in the
process of learning to teach (Johnston, 1989).

Looking at the Role of the School Based Experience

Students have regularly cited the school based learning (SBL) as one of the most
worthwhile and productive parts of their teacher education

(Lasley, 1980;

Cruickshank & Armaline, 1986; Zeichner, 1986; Ameral & Feimarel-Nemser,
1988: Kiggins, 2002). Lortie (1975) also expresses this understanding, asserting
that ‘student teachers and supervising teachers often view student teaching as the
most important component in their pre-service teacher education programme’
(p.4). It is without argument that preservice teachers rely heavily on their school
based learning as a means of delivering realism to their studies. This aligns with
the suggestion that preservice teacher socialisation prior to formal teacher
education through ‘in school experience’, are powerful agents in the preservice
teacher’s development (Lortie, 1975, p. 62).
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However, while university supervisors and supervising teachers share the goal of
preparing students to be effective teachers, they differ in their perspectives on
the learning processes that take place. Kauffman (1992) cites the statistical
results from a study undertaken in America to present the following facts; 69%
of university supervisors feel that students are adequately prepared for student
teaching, compared to only 49% of supervising teachers, who stress practical
experience as an important factor in a student teacher's preparedness (AACTE,
1991 in Kauffman, 1992, p. 1). The discrepancy between university supervisors'
and teachers' perspectives, between theory and practice, has led some critics to
doubt that the current practice of SBL is effective (Evertson, Howley & Zlotnik,
1984). They are concerned that student teachers simply model the behaviour of
their supervising teachers and may not learn as much of the theoretical and
general principles that would allow them to teach in a variety of classroom
situations (Graber, 1988).

Graber (1988) offers insight into this understanding, noting that the ‘preservice
teachers often ‘role-play’ to satisfy the requirements of their university
facilitators and SBL instructors without internalising the dispositions of the
programs and continue to harbour doubts about the usefulness of the SBL
content’ (p. 3). Dewey (1904) already cautioned that student teachers' close
contact with the supervising teacher may prevent them from developing
reflective inquiry skills. While student teachers need exemplary models, they
must also learn to become independent thinkers, grasping principles and
developing new techniques.
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In this literature, the concept of effective supervision is also a topic of debate
(Boydell, 1986). Contrasting role expectations of supervising teachers and
university supervisors (Applegate & Lasley, 1986), lack of substantive
communication, and lack of collaboration appear to be the main factors
hampering the process of supervision (Bullough, Birrell, Young & Clark, 1999).
They are limited in their interactions by time constraints because of teaching and
research responsibilities (Cochran-Smith, 1992), and the purpose, policies, and
practices that guides student teaching (Cochran-Smith & Lytle, 1992). As a
result, supervising teachers and university supervisors often misunderstand each
other and continue to supervise the way they always have instead of working as
a supervisory team (Bullough, et al 1999).
To summarise this: the discussion of the nature of teaching, the role of teacher
education has moved towards a more constructivist approach. Teacher
preparation has emphasised the growth of the preservice teacher through
experiences, reflection and self-examination (McIntrye, Byrd & Foxx, 1996).
Generally there appears to be a consensus on the importance of constructing
knowledge from experience and practice that is centred on the link between the
preservice teachers beliefs and their practice.

Providing a quality education for all students in the current settings is identified
as perhaps the most challenging, yet most important, issue in education. There is
little doubt, however, that collaboration and reflection on practice will
characterise the schools of the next century (Whitworth 1999). To be ready for
that, future teachers must be prepared, to teach in settings that meet the needs of
all students. This will require a different model of teacher education.
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Models of Teacher Education
In an attempt to align preservice teacher education with the demands of the
future, models to inform teacher education programs are being proposed as the
means to achieve this objective. Whitworth (1999) identifies several of these
models in her research. Each of the models she proposes incorporates
approaches that will promote active, interactive and collaborative learning
experiences for the preservice teachers in the programs.

The Collaborative Teaching model illustrates the range of approaches that
university facilitators can incorporate into their teaching practice to both
demonstrate and explain collaborative teaching methods. Whitworth (1999)
claims that university facilitators can co-teach classes, modelling for their
students collaborative teaching skills. Collaborative planning for classes and
collaborative evaluation of students can also be used as a means of
demonstrating how such practices can be done effectively. Such approaches as
collaborative learning arrangements and activities requiring students to develop
and practice group process skills can also be utilised in the classrooms.

Collaborative
Teaching

Co-teaching
Collaborative Planning
Cooperative Learning
Integrated Curriculum
Integrated Activities
Collaborative Evaluation
Group Skills

Figure 2.4: Whitworth’s Collaborative Teaching Model
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In the Collaborative Experiences Model a number of similar approaches are
identified as important for preservice teacher development.

These include

providing opportunity for preservice teachers to observe and work in
collaborative, inclusive situations. This requires that the preservice preparation
include multiple opportunities for the prospective teacher to observe and work in
actual classrooms where inclusive practices are being implemented. More than
this, preservice teachers should also participate in other activities in the school
that promote inclusive practices. This includes collaborative planning and
problem solving activities, as well as curriculum adaptations and modifications.

Collaborative
Experiences

Figure 2.5

Multiple experiences
Practicum
Student teaching
Simulation
Role play

Whitworth’s Collaborative Experiences Model

In the model referred to as Techniques and Strategies Model, the instructional
tools that teacher will be expected to use in a classroom are presented. It is
Whitworth’s (1999) claim that preservice preparation programs should address
how to accommodate all learners’ needs in the curriculum, the diversity of
instructional activities and evaluation procedures, the modification of materials,
and the effective identification, development and utilisation of resources. The
result will see the teachers better prepared for the classrooms of the future.
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Techniques
and Strategies

Accommodations
- curriculum
- activities
- evaluations
Effective practice
Modifying materials
Resources and Support
Instructional Arrangements

Figure 2.6: Whitworth’s Techniques and Strategies Model for Education

Preparing teachers at the preservice level to teach in the current settings is
essential if preservice teachers are to truly teach all students in collaborative and
diverse settings. To accomplish this, Whitmore (1999) claims that ‘we must start
designing and building an atmosphere of collaboration and inclusiveness at the
preservice level’ (p. 3). To align with this notion and to confirm that initiatives
are being taken to prepare preservice teachers for a dynamic teaching future is
the discussion on the KBC Program.

The Knowledge Building Community Program

Introduction
Implemented in 1999, as an alternative program for primary students of the
University of Wollongong, the Knowledge Building Community (KBC)
Program offers students a chance to work and learn, in a ‘context-specific
environment’ (Cambourne, 2000). The KBC program, was initiated in response
to research and literature which found that traditional teacher education
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programs were not providing ‘contextualised links’ (Cambourne, 2001) between
the theory and practice of teaching, resulting in the graduates not being prepared
for the complexities a career in teaching involves (Cambourne, 2001).

The KBC Program delivery in which knowledge and understandings about
teaching are shared and constructed through a process of ‘knowledge building’
has been adopted from a model of community learning proposed by Hewitt,
Brett, Scardamalia, Frecker and Webb (1995). As Hewitt et al. (1995) propose:

A Knowledge Building Community is a group of individuals dedicated to
sharing and advancing the knowledge of the collective. What is defining
about a Knowledge Building Community is a commitment among its
members to invest its resources in the collective pursuit of understanding.
(Hewitt, Brett, Scardamalia, Frecher & Webb, 1995. p. 1)
Cambourne (2000) suggests, that in this alternative program, the learners are
seen as community members constructing meaningful understandings, as a result
of engagement in activities with an instructional situation, that takes into
account; context, the learner’s prior knowledge, and his or her goals for learning.
Furthermore, KBC is based on the creation of learning environments that;

•

Support the continuous, social construction of knowledge, through

•

The constant construction, deconstruction and reconstruction and sharing
of meaning, so that,

•

The community’s knowledge needs are advanced and maintained.
(Cambourne, Ferry & Kiggins, 2002, p. 5)
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In the KBC these principles are applied through the creation of a setting that
provides opportunity to engage in three modes of learning, as presented in
the following model.

Problem-Based Learning
-Appropriate problem
-Optimal group dynamics
-Information gathering skills
-Becoming a classroom
anthropologist

KBC

School-Based Learning
-Being an associate
teacher
-Mentoring relationships
-Supporting school
organisation

Community Learning
-Caring for the
community
-Sharing collective
knowledge

Figure 2.7: Schematic Representation of KBC modes of learning.

In addition to this, Cambourne (2000) highlights that:

…it is possible to reorganise the knowledge base of undergraduate
teacher education subjects so that they are more integrated with school
and classroom culture, and therefore more relevant, more meaningful,
better appreciated by student teachers, with less duplication across
subject areas.

(Cambourne, in Ramsey 2000. p. 57)

The KBC Program operates in the sessions in which students undertake an inschool ‘teaching practicum’ referred to in this program as ‘school based
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learning’.

KBC students spend extensive periods of time immersed in the

culture of participating host schools, which places the students in a ‘mentoring’
relationship rather than the traditional clinical supervision relationship. KBC
students are expected to bring their experiences of teaching back to the KBC
Homeroom and are encouraged to make links between text book theory and the
practice of teaching they experience and witness in the context of their host
schools (Hemmings, 2003).
A summary of the characteristics derived from the review of KBC literature,
proposed by Cambourne (1998), identify the KBC program as:

·

A program that teaches the skills necessary for teaching (elementary)
primary education children in the 21st century;

·

A program that sees innovation and evaluation as central concerns;

·

A program that develops life-long learning in staff and students;

·

A program that revises the traditional relationship between the university, the
school and the school based learning;

·

A program that teaches content in a more integrated and meaningful way for
the students, with less duplication and fragmentation;

·

A program that makes students aware of the culture of schools and the
complexity of a teacher’s role; and

·

A program that aims to build collaboration between the principal
stakeholders; namely the NSW Department of Education & Training, the
NSW Teachers Federation, the Teacher Education Faculty, the School-Based
Teachers and the Preservice Teachers, so that all are involved in the
development and implementation of any new program.
(Cambourne, 1998, p.2)
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The KBC Program: Curriculum

Scrutiny of the KBC Program’s Curriculum indicates that the designers of the
program hold the view that learning involves experiential contextualised
learning. The stated aim of the KBC Program is to increase the degree of
‘contextualised learning’ (Cambourne, 2001) of students and better prepare them
as teachers for school and classroom culture (Cambourne, 2001). Kiggins (2002)
claims that:

The program’s basic aim is to deal with the perennial problem of
contextualising students’ professional learning, by linking abstract theory
as closely as possible to the contexts and settings to which it applies. In
this case, primary schools and the primary school classrooms.
(Kiggins, 2002 p. 14)

A distinguishing feature of the KBC Program is the curriculum framework
referred to as the ‘four pillars’ of teacher professionalism (Cambourne, 2001;
Kiggins, 2001, 2002; Hemmings, 2003). These pillars;

•

‘Taking responsibility for own learning’,

•

‘Learning through professional collaboration’,

•

‘Identifying and resolving professional problems’ and

•

‘Becoming a reflective practitioner’

(Cambourne, 2001)

The development of these pillars eventuated from an in-depth review of current
research and theory into the essential professional know-how and skills central to
the development of effective professional teachers (Hemmings, 2003, p. 9). A
schematic representation of ‘Four Pillars of KBC’ is presented below. This
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schematic describes the relationships between the Four Pillars of professional
learning and processes, structures inherent in the KBC process and how these are
distributed. Kiggins (2001) asserts ‘when these interactions are working they
serve to drive the task that is to be investigated’ (p. 14).
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Taking
responsibility
for own
learning

Learning
through
professional
collaboration
KBC students
are enrolled

Subject
#1

Subject
#2t

Subject
#3

Subject
#4

STAGE #1 KBC Process
‘Let’s identify exactly what we are expected to
learn in each subject’

STAGE #2 KBC Process
‘Lets see how we can reduce our workload by
INTEGRATING & COMBINING what we find
out in stage 1’

STAGE #3 KBC PROCESS
‘How can we make best use of our time in
school to support what we’re expected to learn?’

The
KBC
STAGE #4 KBC PROCESS
‘What sort of assessment tasks can we design &
submit that will convince those what are going to
assess us that we have achieved what we’re
supposed to have achieved?’
Identifying &
resolving
professional
problems

Becoming
a
Reflective
practitioner

Figure 2.8: Schematic of The Four Pillars of KBC
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Throughout this program, students gain an understanding of the value and place
each of the four pillars holds in the profession of teaching. Through the
structured and semi-structured activities they are assessed upon their ability to
recognise and apply the ‘four pillars’ to their professional development
throughout their preservice program. It is an expectation that preservice teachers
will continue to use these four ‘pillars’ in their continuing development as
beginning teachers (Hemmings, 2003, p. 9).

An additional distinguishing feature of the KBC Program is the periods of time
the students are immersed in the school culture and are involved in a ‘mentoring’
relationship rather than the traditional clinical supervision relationship. Kiggins
(2001) suggests, that the origins of the term ‘mentor’ can be traced back to
Greek mythology. The term comes from the Greek word, meaning, ‘enduring’
and is defined as a sustained relationship between a youth and an adult. Through
continued discourse and involvement, the adult offers support, guidance, and
assistance as the less experienced person faces new challenges.

In the KBC program, the role of teacher mentor is to support and scaffold the
learning of the preservice teacher while they are undertaking their school based
learning, in ways that in time, enable the preservice teachers to work without the
support of the mentor (Kiggins, 2001). As a consequence, support of a less
experienced associate teacher, by a more experienced colleague takes place, as
opportunities are created to collaborate on teaching strategies and the teaching
environment.
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Elliot and Calderhead (1993) found in their research that mentors reported, that
‘active listening’ such as this encouraged the mentees to knowledgeably think of
creative solutions to problems as well as encouraging a level of independent
problem solving. This they, assert contributes to professional learning and
development on the part of both the mentee and the mentor.

The following table is an extract, of how Kiggins (2002) distinguishes the
differences between the mentor relationship in the KBC program’s SBL, to that
of the supervisor of traditional school based learning experience.

Area of
concern

KBC Mentoring Program

The supervising Teacher in the
traditional School based
learning
Supervising teacher has major
role and responsibility. Other staff
are not necessarily involved.

School
involvement

Whole school staff (not just the
mentor teacher) have essential
roles and responsibilities in the
program

Roles of
different
members of
school staff

Every member of staff have roles
to play in each student’s
professional growth. Other
teachers are important sources of
conversation, information,
classroom ideas and observation,
as are non-teaching staff.

Only teachers who have
volunteered to take a student
teacher are involved.

Specific role
differences
between mentor
teachers and
supervising
teachers

Mentor teachers are participants
in the mentees professional
growth & development. While
this role involves such things as
modelling professional behaviour,
giving critical feedback, guiding,
teachings and making critical
judgements. The emphasis is on
nurturing a future colleague.

School based learning supervisors
are expected to play the complex
role of teaching their students a
set of professional skills,
providing opportunity for them to
practice and apply these skill give
feedback on the student’s success
and or failure as well as give the
students a grade and clinical
report on their performance.

Range of
experiences for
students

Students are guided by their
mentors to observe, learn and
participate in educational
activities beyond their mentors

Students spend most of their time
observing in and practising on
their supervisor’s class.

Table 2.1: Difference Between Mentor and Supervisor
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An additional distinguishing feature is that KBC students are expected to bring
their experiences and new understandings back to the KBC Homeroom. Then
through collaboration, discussions and group work activities, the KBC students
are encouraged to share what they experienced and witnessed in the school
setting. These collaborative activities are framed so the KBC students
reconstruct the earlier events in their schooling, current schooling events and
those arising from the learner’s participation in the activities implemented by the
facilitator to make theoretical and practical links between the experience inline
with the context of teaching. These activities being semi-structured develop in
the KBC students’ strategies that enable them to take responsibility not only for
their own learning but that of the others in the group.

The KBC Program acknowledges that instruction is linked to the context and
setting to which it applies in the real world of teaching professional learning. It
also establishes that it is achieved through the sharing of ideas and experiences.

Summary of Literature Review

The chapter provides a synthesis of literature developed from an analysis of
several pools of literature pertinent to this inquiry, namely narrative inquiry,
reflective practice, preservice teacher education and the KBC Program. As
illustrated, the breadth of research pertaining to preservice teacher education is
extensive.
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The literature highlights the facts that the role of teacher education is to develop
effective teaching traits and the skills for life-long learning. This agrees with
Dewey’s philosophy that provides the discourse for this inquiry that the
education process is one of continual reconstruction of pre-existing beliefs and
experiences.

In effect, the immediate contexts of the preservice teachers’ education have the
greatest impact on professional growth. This study attempts to illustrate not just
the professional learning experiences of four preservice teachers, but also the
role in which the discourse of the context plays in shaping the relationships
between preservice teachers, their mentors, peers, and university facilitators.

Conclusion

The purpose of this chapter was to provide an overview of the pools of literature
that guided and framed this study. The following chapter will describe the
methodological process used in this research inquiry, to gather the research data
and transform this into a research text.
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Chapter Three

Methodology
Introduction

The purpose of this inquiry is to gather and analyse the stories of four preservice
teachers at the University of Wollongong, for the purpose of creating a research
text that illuminates two aspects of preservice teacher education:

•

The professional learning experiences of these preservice teachers; and

•

The role, which the discourse of the context plays in shaping the
relationships between preservice teachers, their mentors, peers, and
university facilitators.

The purpose of this chapter is to describe the methodological processes
employed in this inquiry to answer the question:

What are the stories behind the experiences, perceptions, attitudes and
beliefs of teaching told by preservice teachers in their first year of teacher
training?

As stated in Chapter One, the overall purpose of this research inquiry is to
present these stories (narratives) as a means to capture the perceptions and
experiences of preservice teachers before and during their initial mandatory
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practicum. These stories (narratives), constructed in the context of the first year
of the three year long teacher education program at the University of
Wollongong, present accounts of the preservice teachers’ learning.

Research Design
As indicated in Chapter One, this inquiry is located within the paradigm of a
naturalistic inquiry, drawing on the methods of narrative inquiry; data collection
and analysis being the qualitative methods of participant observations and
interviews.

The Relationship Between the Choice of Paradigm and Research
Design
Research scientists agree that the paradigm chosen and the methods of data
collection and analysis used in research are inextricably linked to, and emerge
from, the aims and purposes of the project being undertaken. This project is no
different. As the purpose of this inquiry is to describe and understand a complex
phenomenon rather than ‘prove cause effect relationships’ between carefully
controlled variables, the naturalistic paradigm of inquiry is considered to be the
most appropriate. Guba and Lincoln (1985) identify that naturalistic inquiry
focuses upon the multiple realities, which occur in a natural setting. They liken
this to ‘the layers of an onion’ (p. 57) which nest within or complement one
another. In a further expansion they say:

Each layer provides a different perspective of reality, and none can be
considered more ‘true’ than any other. Phenomena do not converge into a
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single form, a single ‘truth’, but diverge into many forms, multiple
‘truths’. Moreover, the layers cannot be described or understood in terms
of separate independent and dependent variables; rather, they are
intricately interrelated to form a pattern of ‘truth’. It is these patterns that
must be searched out, less for the sake of prediction and control than for
the sake of verstehen or understanding.

(Guba & Lincoln, 1985, p. 57)

In this inquiry the phenomena are the oral interactions such as the conversations
and interviews that occur in the KBC homeroom. Therefore, utilising the
narrative inquiry framework and data collecting procedures such as participant
observations and semi- structured interviews, allows the participants of this
inquiry to tell their stories about the realities of learning to teach in a recursive
and natural way.

Naturalistic Inquiry: An Overview
Naturalistic inquiry involves the researcher in sustained contact with people in
settings where the subjects normally spend their time (Bogdan & Biklen, 1992),
in the attempt to ‘make sense of, or interpret phenomena in terms of the
meanings people bring to the setting’ (Denzin & Lincoln, 1994, cited in Mertens,
1998, p. 159). Guba and Lincoln (1985) outline some of the factors behind the
decision to locate a project in the naturalistic paradigm of inquiry thus:

•

The data need to address research problems, which explore the interactions
between phenomena and context.

•

The data must be drawn from the context in which the phenomena exists.
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•

Naturalistic inquiry depends upon a human instrument who builds upon his
or her own tacit knowledge.

•

Naturalistic inquiry uses methods that include interview, observation,
document analysis, unobtrusive clues and the like.
(Guba & Lincoln 1985, p. 203)

It is argued by such advocates that meaning is derived from the context being
researched. This is understood to mean, that in order for me to become involved
in the natural settings of my participants, to observe them and listen to their
experiences, it is necessary to establish a rapport with the participants and
become recognised as an associate in the setting.

In order to achieve this outcome, a narrative inquiry has been chosen to capture
the experiences of the preservice teachers in the first year cohort of the 2003
KBC Program.

Justification of Narrative Inquiry: The Research Method
Narrative and story have long been regarded as an intellectual resource in the
arts where they have been used to describe and interpret the experiences of
human beings down through the centuries (Beattie, 2000). Furthermore they are
closely related terms that are increasingly becoming linked with ideas about the
nature of human experience and how experience may be studied (Clandinin and
Connelly, 1990).
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In educational literature narrative inquiries are emerging as a research tool that
allows teachers and students to tell of their experiences and their concerns.
Taylor (1989, p. 51-52) asserts that ‘we must inescapably understand our lives in
narrative form’. In a similar vein, Polkinghorne’s (1998, p.1) claim is that
narratives are ‘the primary form by which human experiences are made
meaningful.’ Similarly Beattie (2000) comments that narratives ‘illuminate the
ways in which we understand ourselves as teachers, appraise our experiences
and ourselves and evoke and bring to life the meanings of those experiences’ (p.
41).
The applications for narrative in an academic context are as varied as the stories
themselves. Narrative inquiry gives permission for learners to tap into the
unspoken knowledge of experience as well as to learn from each other in the
process. It also serves as a springboard for dialogue about the deeper issues of
professional growth that may not be easily explained through other inquiry
methods. Because narratives rely strongly on communication and relationships,
they can make connections between people and create a sense of 'shared history'
(Lindesmith, 1994). Therefore the context for learning gained through narrative
inquiry becomes one that supports collaboration and builds self-esteem in the
partnership of the inquiry (Lindesmith, 1994; Gartner, Latham & Merritt, 2003).

Overall, narrative approaches in teaching and learning provide the basis for both
entering the practical worlds of teaching and understanding personal and
practical knowledge. Gartner, Latham and Merritt (2003) argue, that narrative
inquiry is the ‘validation of knowledge by peers’ (p. 1), which provides a
‘heightened sense of awareness and a new basis for reflective practice’ (p. 1).
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Such views acknowledge the potential for narrative inquiry to help understand
some features of professional growth and learning during teacher education. This
diverges from the traditional model of research where there has been a tendency
to devalue the information that students bring to the learning situation as data is
converted into codes and numbers.

The Role of a Narrative Inquiry in This Inquiry
The decision to employ a narrative inquiry within a naturalistic paradigm of
inquiry has been made because it provides the means to fulfil the purposes of
this inquiry. In this inquiry, narratives provide the medium through which the
accounts of the four preservice teachers, in particular their feelings, beliefs,
perceptions and perspectives can be documented in a research text. This enables
a number of different perspectives to inform the inquiry. As such, narrative
inquiry gives meaning to the preservice teachers’ own experiences, and also
brings together their past and present learning experiences.

The Participants
The participants informing this inquiry are four preservice teachers from the
University of Wollongong, who are undertaking their Bachelor of Teaching
(primary) degree in the Knowledge Building Community (KBC) model of study,
as described in Chapter Two.
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The following is a summary of each of the participants; a more illustrative
description is presented in Part C of the following chapter.

The Participants
Liz
•
•
•
•
•

18 years old female student
Last association with primary school as a student 1996
Lives at home with parents and two younger siblings
Parents both teachers
Talks positively about past school experiences

Kim
•
•
•
•

Mature aged female student
Last association with primary school as a student 1983
Married with two young daughters
No recall of primary school and or experiences associated with it

Donna
•
•
•
•

18 year old female student
Last association with primary school as a student 1995
Lives at home with parents and two siblings (one older, one younger)
Talks positively about past school experiences

Jane
•
•
•
•

18 year old female student
Last association with primary school as a student 1996
Lives with her boyfriend, away from her family
Talks positively about past school experiences and association with staff and
peers
Table 3.1: Summary of the Participants

Conducting the Research
In this study, Bogdan and Biklen’s (1992) advice to naturalistic researchers
played an important role in the way in which I conducted the research.
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As you conduct research you participate with the participants in a variety
of ways. You joke with them and behave sociably in many ways. You
may even help them perform their duties. You do these things, but
always for the purpose of promoting your research goal.
(Bogdan & Biklen, 1992, p. 90)

My methodological aim is to present narratives that capture the perceptions and
experiences which show the professional learning and the role which the
discourse of the context plays in shaping the relationships between the preservice
teachers, their mentor, peers and the university educators. These aims necessitate
me becoming immersed in the setting. According to Morrison (1993):

Being immersed in a particular context over time, not only will the
salient features of the situation emerge and present themselves, but a
more holistic view will be gathered of the interrelationships of factors.
(Morrison, 1993, cited in Cohen, Manion & Morrison, 2000, p. 311)

My participation was achieved through prolonged engagement in the KBC
homeroom sessions, from Day 1 of the session (‘Orientation Day’) till end of the
semester (week fourteen of the University Autumn Academic Calendar). This
approach allowed me make direct personal observations of the actions and
behaviours of the preservice teachers, the learning setting and to create a
research text that illuminates the experiences not only of the preservice teachers
but also of how the discourse of the context shapes the relationships between the
preservice teachers, their peers, mentors and teacher educators.
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Participant Observations in This Inquiry
As stated above I became immersed in the research setting as a ‘participant
observer’, which Trochin (2001) claims is ‘one of the most common methods
for qualitative data collection’ (p. 1) and identifies the three main characteristics
of participant observation.

Participant observation:
•

emphasises the role of the researcher as a participant,

•

involves the collection of field notes,

•

‘often requires months or years of intensive work because the researcher
needs to become accepted as a natural part of the culture in order to assure
that the observations are of the natural phenomenon’.

(Trochin 2001 p.1)

Bogdan and Biklen (1992) agree, stating that ‘the researcher enters the world of
the people he or she plans to study, gets to know, be known and trusted by them,
and systematically keeps a detailed written record of what is heard and observed’
(p. 2). This approach of participant observer enabled me to monitor the physical
activities within the KBC homeroom and record the formal and informal
interactions between the cohort.

As a participant observer in this setting, I did not try to disguise my presence.
Instead, I observed the same rules of operation and followed the same timetable
as the KBC students. Because I sat at a table at the back of the room recording
handwritten notes and tape-recording dialogue, my presence was obvious to each
of the cohort. My participants were always aware that the stories they shared in
this setting were being recorded to appear in an academic thesis.
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During recess breaks I generally stayed in the room to have a coffee and join in
the less formal discussions and student interactions. Donna, one of the
participants of this inquiry, described me as ‘the KBC house mother’, which at
times did mean offering advice to resolve social concerns unrelated to their
academic studies. To them I was a part of their learning community, which
suggests that I had managed to achieve the degree of rapport recommended by
Bogdan and Biklen (1992). My participation in this community has been
secondary to the role of information gatherer, for the purposes of ultimately
constructing a research text that would illuminate the experiences and
relationships facilitated by their learning.

Field text: A Definition of the Term
In this inquiry the handwritten notes and the data generated from my position as
a researcher will be described as ‘field text’ (Clandinin & Connelly, 2000). Field
texts as described by Clandinin and Connelly, (2000) are ‘interpretive texts’ that
record responses, body language, smiles and the questions that relate to moments
of observation (Clandinin & Connelly, 2000, p. 94). Quinlan (2003) seems to
agree, claiming that ‘texts created by the researcher represent aspects of field
experience unique to a particular inquiry and the inquiry field’ (Quinlan, 2003, p.
5). Therefore, the relationship between the researcher and the participant is
central to the creation of field texts, shaping ‘what is told, as well as the meaning
of what is told’ (Clandinin & Connelly, 2000, p. 94).
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The following table presents an extract of field text recorded while observing the
KBC group in a seminar style session dated March 19 2003, before their initial
practicum placement. For privacy and ethical reasons I have used pseudonyms in
this and all subsequent transcripts. To guide the reader, the following table is the
key for the abbreviations used to identify the orator in the proceeding extract.

Abbreviation of the pseudonyms for
participant of the study cited in this
proceeding extract.
D.
L.
K.
J.

Pseudonyms for Participant
Donna
Liz
Kim
Jane

KBC facilitator, Noreen
N.
KBC facilitator, BC.
BC
Abbreviations of the additional KBC
students cited in the following
extract.
Robyn, 19 year old female student
R.
Terry, mature aged female student
T.
Alan, mature aged male student
A.
Bill, 19 year old male student
B.
Col, mature aged male student
C.
Stan, mature aged male student
S.
Table 3.2: The Abbreviation Key
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The following figure titled: Day 3 At University: A Whole Group Observation,
is an example of the research field text.
Field text (recorded in setting)

Transcribed field text.

9.15 am
19.March
Me sitting b’k rm.
note -redraw setting –room changed.
Nice day- mild temp.
Housekeeping finished.
Facil. (relaxed) at front, audience ready.,
standing in front/cntr.
Whole gp intro –
N. ‘you need to get a good u’standing of
what is expt of u as a beg teach & that
working in a clro will be chall’g for u.

Total focus. All ‘I’s front. Young one
jotted notes.
OH – front w. b.
N. stated; ‘what is excepted of you as a
beginning teacher?’ Read/pointed/added
to text/expanded.

Facilitator begins session – by stating ‘You
will the need to get a good understanding of
what is expected of you as a beginning teacher
and that working in a classroom will be
challenging for you’.
The group were totally focused on the
discussion. All facing front, some jotting
notes, other sitting intently.
Using an overhead projector Noreen projected
onto the whiteboard at the front of the room a
stencil that outlined in point form ‘what is
expected of you as a beginning teacher’.
The whole group sat looking to the front, they
seemed to begin to read through the text that
was being projected onto the whiteboard.
Reading through each point and expanding on
them, adding examples, and emphasising
points.

Equity clr = be aware both b and g needs
equal attention, opportunities and respect.
= time to b v g re disc & rewards 4 g wk
& g beh.

D. – leaning on desk – legs out stretched.
Spont.
D. dominating talk ‘I agree..u. easy to fav
1 . other.’ Sat up-bold voice-brushed pen
thru hair.
N. thnk. back. Inequitable in yr past??

E.G. Equity in the classroom can equal being
aware that there are both boys and girls in the
class and each needs equal attention,
opportunities and respect. It also relates to
time given to boys v girls re discipline and the
giving of rewards for good work and good
behaviour.
Spontaneous responses.
D. ‘I agree with what you said. It is easy to
favour one over the other.’
N. Asked then to think about a situation they
would think as being inequitable in their past?
D.- tapping fingers on desk.
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D.- tapping fingers on desk.
Grp. Obs. room activities
All quiet. Thnkg. Listng. Involved
someway in discussion.

continued
General observations of the room.
All students thinking, listening, involved in
room activities in someway.

N. OH on screen

N. illuminated overhead projector

L. drawing in bk. Pen wbk

L. drawing with a pen in work book

J. lost in thought outside window

J. looking outside – obviously deep in
thought.
K. listening to room conversation

K. listening intently
others (non parts) m. stu B. not engaged
D. slumped/nodding – agrees
J. notes in bk (. Col. .textas)
L. sitting reading OH.

B. not engaged looking out the window.
D. Sitting slumped over desk. Nodding
agreesment with talk.
J. writing notes in book using coloured texta
pens.
L. sitting - reading OH projected onto wall.

OH = ‘equity’ re gender, time, rewards.

Overhead subject ‘Equity' re gender, time and
through rewards/recognition.

N. q to group – ‘think of sit. effect u & yr
schl?’

N. ‘Think of a situation regarding equity that
effected you and your thoughts about school?’

T. ‘I rem being kt in w boys mucked up. I
didn’t thk that was fair - punished for
sthing I didn’t do’

T. ‘I remember being kept in when the boys
mucked up. I didn’t think that was fair being
punished for something I didn’t do.’

N. away from OH –ctre rm
N. strong voice/ stu up in seats &ens
down (shocked them)
N. ‘teachg requires lifelong learning,
planning, prac & cont knw.’

Chat- front grps. Quite distracting –
move, tapped. Quiet.

N. moved away from OH into centre of the
room. Then began by making a strong
statement that caught their attention, this
made the majority sit up in their seats and put
their pens down .
N. ’teaching requires lifelong learning,
planning, practice and content knowledge’
this caused some localised discussions and
chatter. The chatter continued. No one openly
challenged this statement.
Chatty Group at the front distracted N. Pause,
moved closer, tapped desk. Quiet continued

N. back to stencil. (me no can see text)
didn’t record N’s dialogue made gen obs.

N. refocused on stencil & began to reading
through each of the points and expanding on
them to give more specific information.

Grp. Obs.
Gen. studs- all seemed intent.
Non partici. mature females stu- taking
notes

General Observations
All f> seem intent & listening to dialogue.
f.>a doing personal things in diary

J. textas, doodling - pen.case,

J. doodling on pencil case with texta pens.
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D. flicking pages of bk
S. lookn out window
A. focused front
C. Focused between front/desk
B. chatting
L. focused front
K. taking notes

D. flicking the pages of book in front her
S. looking out window
A. focused on dialogue looking to front
C. focused on dialogue looking both
front/desk
B. chatting to desk partner
L. focused on dialogue looking to front
K. taking long hand notes

Chatting fnt gp ↑ noise

Chatting front group, increased noise.

N. Away OH – crowd control, front tbl
grp.

N. Moving towards front table group – reduce
chatter.

N. Strong voice- moved closer to chatty
tabl.
Prox. Contr.
N. ‘can a’one tell me what I mean by cl
man?

Standing in the new location – near front gp strong voice.

Spon.
K. ‘taking control of clr, lning etc’
(wow)

Spontaneous response
K. ‘Taking control of the classroom and the
and the learning and other things’

quick comments –
T. ‘I agree’
R. ‘me too’
B It is keeping pep. out of the dole cues.
T. Is it also workn out what to do durg the
day?

Other quick comments (from non participants)
T. ‘I agree!’
R. ‘Me too!’
B ‘It is keeping people out of the dole cues.’
T. ‘Is it also working out what to do during
the day?

K. ‘It is teaching them how to behave and
it is also preparing them 4 future’.

K. ‘It is teaching them how to behave and it is
preparing them for their future’

‘Can any one tell me what I mean by
classroom management?’

Moved into more central spot. Chatter had
erupted at front table again.
10.15 a.m.

Figure 3.1: KBC Homeroom Field Text

Interviews
As well as focused observations and subsequent reconstruction of the
abbreviated field text as presented above, I used interviews to seek comment,
record experiences and direct conversations. In research methodological texts,
interviews are described as a form of conversation where ‘someone asks a
question and another person responds’ (Gudsmundsdottir, 1996, p. 2), they are
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also noted to be an ‘activity steeped in our cultural codes and modes of intuitive
and spontaneous interpretations’ (Gudsmundsdottir, 1996, p. 2). Mischler’s
(1986) view is that interviews are more than just a tool for information gathering
but are a site where partners meet and converse, and through which meaning is
jointly constructed. In a similar vein, Van Manen (1977) describes interviewing
as a process that has two specific purposes. Firstly it is used to gather material to
be used in narrative in an attempt to gain a better understanding of a
phenomenon and secondly it is used to create a conversational relationship with
the interviewee.

In this inquiry, semi-structured interviews were conducted with a fairly open
framework, which allow for focused, conversational, two-way communication to
both give and receive information. Unlike the structured framework, where
detailed questions are formulated ahead of time, semi-structured interviews
guided by general questions were designed to encourage my participants to
answer questions from their own understanding, in their own words. This
approach enabled me to seek expansions, comments, record their experiences
and direct the conversation.

The majority of the questions were created during the interview, allowing the
preservice teachers being interviewed the flexibility to discuss issues of concern
or importance. However, throughout the inquiry, semi-structured, contextually
relevant interview questions became a part of the discourse. These questions
enabled more specific questions about individual experience and perceptions of
schooling to be asked. For example:
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•

How does it feel being in this school as a preservice teacher?

•

How does this school compare to the primary school in your past?

•

What comparisons can you make between this school culture, community,
setting, ethos and the one in your past?

•

What experience or activity has made an impact on you during your time in
the classroom?

Data collection during the semi-structured interviews was tape-recorded,
allowing for a full transcription and later analysis. In addition, tape-recording
provided opportunity to quote direct passages from the interviews, and
opportunity during the interview process to take notes, detailing the interactions
and the idiosyncrasies of each of the participants as supplementary data.

The following is an extract from one such interview, between Liz and myself,
tape-recorded on April 7 2003.

Interview Notes:
Sitting at the back of the room - at table.
Room - quiet as others are out to lunch.
Liz casually dressed – beige pants, pink tee shirt, hair pulled back.
Liz- appears relaxed in my company, smiles between word exchanges.
Background to interview – follow on from KBC group discussion on – ‘The
classroom you experienced as a student’.
Began with informal social chat
Me: ‘Can you remember the (primary) teachers having special jobs for the
children to do when you were in primary school?’
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L: ‘Yes. The class seemed to take turns doing all sorts of things in the room.
There was a list next to the board. But I also remember her asking the children
who’s turn was it to take the lunch boxes to the canteen or something like that?’
L: ‘How about you?’
Me: ‘Yes, I have similar memories. We didn’t have plastic lunch boxes and
lunch baskets. We had cane baskets. I remember them being positioned inside
the classroom door. Each morning I remember placing my ‘playlunch’ which
was in a brown paper bag, labelled with my name into this basket as I walked
into the room’.
Pause in conversation. Liz looked around the room. Appeared to make mental
note of resources.
Me: ‘Liz, do you remember whether you or the other the children in your classes
being asked to do little things to help the teacher? Do you remember any of these
activities?’

L: ‘Yes’
Paused for moment - big smile.
L: ‘Oh yes. I remember that we seemed to do things in pairs. Such as two people
would take the plastic box with lunch orders in down to the canteen, two others
took notes and messages to the office, two brought the lunch boxes in after
lunch. I remember that the jobs in the classroom were different. There seemed to
be one person at each table that collected the books for that table and put them
on the teacher’s desk for marking. There was also a reading group person who
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looked after the reading books and activity sheets for that group. I have a lot
more memories of being in the classroom, but that is enough on that question.’

Me: ‘Do you remember if there were rewards for helping?’

Immediate response and big smile
L: ‘I do remember children getting rewards, either a lolly or something, if they
were good or did something nice. I also remember that if you were naughty you
got smacked on the back of the hand by the teacher.’

Conversation developed about smacking in the olden days, when I was at school

Me: ‘Liz, you have just been on your orientation visit to the school where you
will be having your school based learning experience. Were you surprised by
anything that you saw in the school or in the classroom during that visit?’

Sat up in chair- strong voice – quick to reply

L: ‘Oh, yes and no. There was a similarity in the structures, and this school has a
lot less space. It isn’t green like I remember. I remember primary school being
green.’
(April 7 2003)
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Research Timeframe for this Inquiry
The initial approach to the first year KBC cohort was made by an informal
presentation in the KBC homeroom, in week one of the semester. The purpose of
this presentation was to introduce myself, the research project and to invite these
students to participate in this inquiry.

Ten preservice teachers made a response to the invitation to participate in the
inquiry. The four participants were then identified through collaboration with
KBC Facilitators using a selection criteria that addresses the following points:

•

their perceived willingness to sharing personal stories of prior teaching and
learning experiences;

•

their perceived willingness to share in open-ended interviews of the learning
journey experienced during their practicum; and

•

their willingness to give up their personal time.

The design of the KBC curriculum meant that the data collection period in this
inquiry was limited to a period of four months. The following diagrams present a
visual summary of the timeframe, outlining the types of data collection, the
focus of the interviews, and the KBC curriculum focus during the of data
collection. To guide the reader, for formatting purposes the diagram has been
divided into two parts, each part covers a 7 week period.

Part 1. Week 1 through to Week 7 of research period
Part 2. Week 8 through to Week 14 of research period.
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Week, Date,
Days Interviews Were
conducted

KBC Curriculum Focus

Week 1
March 16-19 2003

Introduction of inquiry.
-Get back consent forms
Whole groups

(Monday, Tuesday,
Wednesday)
Week 2
March 24-26 2003
(Monday, Tuesday,
Wednesday)
Week 3
March 31 2003

Week 4
April 7 2003

Week 5
April 14 2003

Note setting for changes.
Whole group.
-Problem Based Learning
-Good teaching is
-KLAs are
-University expectations
Whole group/ Small group
-Good & bad experiences
-What makes a teacher
good?
-KLAs are
-Curriculum & Pedagogy is
Whole group.
-Professional presentation
while in school
-Classroom management
-School visit – expectations
Small group
-School visit – expectations
-School visit – discoveries
Whole Group/Small Group
-Insight into school culture

Week 6
April 21 2003

Whole group/ Small group
-Insights school culture
‘ah ha’ moments

Week 7
April 28 2003

Whole group.
-Learning theories
-Transition activities
Small group
-Insights into classroom
management

Type of Interview,
Participant’s pseudonym
Focus of Interview
1-2-1 indicates face-to-face
1-2-1 All participants
- introductions, background
talk to family, school.
1-2-1 Liz
1-2-1 Jane
1-2-1 Kim
-Prior school experiences
-Good and bad memories
-Recall of routines
1-2-1 Kim
1-2-1 Liz
1-2-1 Jane
1-2-1 Donna
-Prior school experiences
-Memories
-Expectations
1-2-1 Liz
1-2-1 Kim
1-2-1 Jane
1-2-1 Donna
-What did you see?
-What was it like?
-Reflections on past
1-2-1 Liz
1-2-1 Kim
1-2-1 Donna
-Reflections
-School insights
-Classrooms
1-2-1 Jane
1-2-1 Kim
1-2-1 Liz
-Insights into school culture
-Lessons seen and learned
1-2-1 Kim
1-2-1 Liz
1-2-1 Donna
1-2-1 Jane
-Classroom management
-Insights – time/organisations

Table 3. 3: Timeline: Week 1 through to Week 7
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Week, Date,
Days of the Week
Interviews conducted
Week 8
May 7 2003
Week 9
May 12 2003

KBC Curriculum Focus

Nature of Interview,
participant, Focus of
Interview

Small group.
Teaching philosophies
Professional images
Whole group/ Small group
-Language and literacy in
schools

1-2-1 Liz
1-2-1 Donna
-Open interview/no structure
1-2-1 Kim
1-2-1 Liz
1-2-1 Jane
1-2-1 Donna
-Past history
-Lang lit
-Classroom insights
-Mentors
1-2-1 Kim
1-2-1 Jane
1-2-1 Donna
-Mentors
-Being in classroom
KBC organised all activities
for the day.

Week 10
May 19 2003

Small group.
-Language and literacy in
early stages

Week 11
May 26 2003
Week 12
June 2 2003

Mt S. T. Kindergarten came
to university for an
excursion.
Whole group
- Special needs

Week 13
June 9 2003

Small group
-Defining KBC structure

Week 14
June 16 2003

Whole group
- Presentation to
guests/KBC/UOW delegates

1-2-1 Liz
1-2-1 Kim
-Special needs
-Classroom experiences
-School observations
1-2-1 Kim
1-2-1 Liz
1-2-1 Jane
1-2-1 Donna
-Do you still want to be a
teacher?
-Insights into teaching.
-KBC
1-2-1 Kim
1-2-1 Donna
1-2-1 Jane
- KBC
- Reflect on session/learning

Table 3. 4: Timeline: Week 8 through to Week 14

Data Analysis
Narrative inquiry produces a voluminous amount of data in the form of field
text. It is this field text that generates the meaning and significance of the
inquiry. In order to gain an understanding of the content of this field text, data
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analysis, which involves organising what had been seen, recorded and
transcribed systematically and purposefully into an analytical framework.
Bogdan and Biklen (1992) argue that ‘data analysis moves you from the
rambling pages of description to those of products’ (p. 153).

Various stages of data analysis occurred throughout the inquiry. I referred to
these stages as:

•

The ‘Reading and Engaging’ stage,

•

The ‘Dividing as per Participant’ stage,

•

The ‘Finding Sets of Information stage,

•

The ‘Story Mapping’ stage,

•

The ‘Narrative Construction’ stage,

•

The ‘Plotting the Evidence to Support the Findings’ and

•

The ‘So What, Where to and Why’ stage.

The following diagram and the following explanations summarise the data
analysis process undertaken in this inquiry.
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Data
Reading and Engaging

Dividing as per
Participant
Finding Sets of
Information
Story Mapping
Narrative
Construction
Plotting the
Evidence to
Support the
Findings
So What, Where
To and Why?

D
E
S
C
E
N
D
I
N
G
D
A
T
A
A
N
A
L
Y
S
I
S

Reviewed for findings final
discussions
Figure 3.2: Data Analysis Process

Reading and Engaging
This stage began after the data collected had been transcribed from rough notes
and audiotape in to a legible text. As the original data consisted of field texts,
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interview transcripts, and handwritten descriptive summaries, I began the
process of entering these individual transcripts or units of information onto
computer files categorised and organised firstly by the method of data collection,
then, by the date they were recorded. I then began the process of reading and rereading these units of data. This enabled me to engage with the data and begin
analysis, a process needed to ‘construct a chronicled or summarized account of
what is contained within different sets of field texts’ (Clandinin & Connelly,
2000, p. 131).

Dividing as Per Participant
At this stage, the data were given colour codes to visually highlight the four
participants’ individual contributions. After this basic colour coding, I created
four computer files, one for each of my participants, and titled them using both
the pseudonym and colour reference. I then copied and pasted this colour-coded
data into the applicable computer file.

Finding Sets of Information
At this stage, the process of analysis involved breaking each of the participants’
texts, now on separate files, into ‘different sets’ (Clandinin & Connelly, 2000, p.
131) of information. A process, which Strauss and Corbin (1990) refer to as
‘open coding’:
The basic analytic procedures by which this is accomplished are: the
asking of questions about the data; and the making of comparisons for
similarities and differences between each incident, event, and other
instances of phenomena.

(Strauss & Corbin, 1990, p.74)
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This process of analysis involving ‘breaking down’, ‘examining’, ‘comparing’,
and ‘conceptualising’ data (Strauss & Corbin, 1990, p.61) and resulted in the
formation of categories such as; past experience, family, community, school
accounts, and present experiences, family, KBC and school accounts. As the sets
of information were identified they were given a referencing heading. This in
turn necessitated using an analytic framework to format the data. The framework
I ultimately developed for this process was influenced by the ‘story map’
framework, developed by Richmond (2002) and is described and illustrated by a
diagram below.

Story Mapping
At this stage of analysis, each participant’s data was placed into the above
mentioned story map framework, which allowed me to position their recounts of
experiences under the headings; past, present, family and school experiences.
This ‘story map’ gave a shape to the individual stories and allowed for an
analysis, which serves the objectives of this inquiry. Like Richmond (2002), I
strongly believe that ‘a story is a pattern known to both storytellers and listeners,
allowing the mind of both to reconstruct and make sense of what is being told or
heard’ (p.3). In other words the story is a meaningful way of organising thoughts
and experiences.

The following is a sample of a ‘developing’ story map constructed for Liz
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Past
Primary
school
years –
age
range
5 – 12
yrs

Family

School

Community

2 parents

Cee. P.S. K-6
Dance, library, SRC,
PSSA sport, choir. Not
band (can’t play an
instrument)

I had a lot of friends

Oldest child
Sister 1yr younger
Brother 2 yr
younger

Church –youth group
Dance group
Dance teacher

School Captain
Family moved to
Cee. to be close to
schools prior to Liz
starting
Both parents
teachers – lot of
teacher talk in home.

Teachers seen as
friends - hold their
hands, hug and walk
together.

No other community
organizations i.e.
Brownies, guides etc.
Enjoy outdoors and
being active

Neg. memory of getting
in trouble in K.

Enjoys family
activities.
Present

‘hard worker’
Family

March

2 parents (same)

2003

Share socially –
golf, tennis,
exercise.

To
July

Always eat together
2003
Good relationship
Supportive of each

SBL

KBC

North Illawarra P.S.
Mentor’s class
Kindergarten

Attendanced by SBLlittle to no connection
to wider KBC groups
because of ‘ bitchiness’
- emotional baggage of
others.

Similar school
structures - small
playground - student
pop. too large for
assembly area - less
green areas.
Interesting mix of
students

Discussion points
articulated well and
informative – mature
understanding of school
discourse and
terminology.

Extra curricula
activities during school
time.

Demonstrated an
understanding of
collaboration.

other

Action – confident,
capable
Conflict with teacher –
needed to mimic her to
be accepted.

Figure 3.3: Developing a Story Map
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As I worked with these story maps I saw rough approximations of stories
emerging. These rough approximations of stories revealed the context, the nonverbal gestures and the richness of the dialogue, and were colour coded. At this
stage it was necessary to expand these into a substantiated narrative form to
reveal the individual characteristics of each of the preservice teachers.

Narrative Construction
Using the story map framework, the process of narrative construction began. The
data was re-constructed as a narrative, to present accounts of past teaching and
learning experience identifying family and school influence, and the present
teaching learning experiences of the four preservice teachers. During this process
of writing I worked hard to make sure that each of the stories were composed in
accordance with the aim of this inquiry and that they were unique to the
participants.
For the purpose of this inquiry, the narratives constructed to form Chapter Four
of this document should not be considered literary works of art. Rather they are
intended to reflect ‘a kind of life story’ which allowed me to look at ‘how (these)
humans make meaning of experience by endlessly telling and retelling stories
about themselves’ (Clandinin & Connelly, 1990, p. 14).

Plotting the Evidence to Support the Findings
At this stage of analysis, the participant’s data, having now been written into a
narrative form needed further analysis to summarise points that would enable me
to identify the evidence to support the findings.
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An additional column was inserted into the story map as described above. This
column serves as a visual clue to enable the development of the findings chapter.
The following is a sample of a story map with the additional column that plots
the evidence to support the findings constructed for Liz.
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Past

Family

School

Community

Primary
school
years –

2 parents

Cee. P.S. K-6
Dance, library, SRC,
PSSA sport, choir.
Not band (can’t play
an instrument)

I had a lot of friends

age
range
5 – 12
yrs

Oldest child
Sister 1yr
younger
Brother 2 yr
younger
Family moved
to Cee. to be
close to schools
prior to Liz
starting
Both parents
teachers – lot of
teacher talk in
home.

Church –youth group
Dance group
Dance teacher

‘hard worker’
Family

March

2 parents (same)

2003

Share socially –
golf, tennis,
exercise.

To
July

Always eat
2003
together
Good

Teachers seen as
friends - hold their
hands, hug and walk
together.

No other community
organizations i.e.
Brownies, guides etc.
Enjoy outdoors and
being active

Neg. memory of
getting in trouble in
K.

Control of School
jargon- speaks
confidently about
being a student.
Participates well in
small group activities
– socialise off
campus – drive to
university together
Whole group
association different
–perceived by some
of the others as being
too confident

SBL

KBC

North Illawarra P.S.
Mentor’s class
Kindergarten

Attendanced by SBLlittle to no
connection to wider
KBC groups because
of ‘ bitchiness’
- emotional baggage
of others.

Similar school
structures - small
playground - student
pop. too large for
assembly area - less
green areas.
Interesting mix of
students

relationship
Supportive of

Talk of being in
Church – video on
literacy in 3rd world

School Captain

Enjoys family
activities.
Present

Evidence to Support
Findings
Controlled-, poised,
body movements.

Extra curricula
activities during
school time.

each other
Action – confident,
capable
Conflict with teacher
– needed to mimic
her to be accepted.

Discussion points
articulated well and
informative – mature
understanding of
school discourse and
terminology.
Collaboration – talk
and participation in
KBC formal
activities.

Kindergarten
children equal in age
to students in dance
classes
School similar, yet
larger population,
and less space –
interactions with staff
not as anticipated
Classroom
experience not as
anticipated – teacher
not accepting –
reflected on
interactions and or
relationships.
KBC formal group
activities – effective
group member often took lead,
although not to
control, just to
progress the activity

Figure 3.4: Story Map: Plotting the Evidence to Support the Findings
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So What, Where to and Why?
At this stage, the narratives were read and re-read to enable me to identify the
themes and categories of information that emerged as relevant to this inquiry.
When I began to see categories emerging, I matched these to the literature to
attach theoretical meanings to them.

Presenting the Findings
The most basic presentation of this inquiry’s findings are the descriptive
accounts offered in Chapter Four entitled Setting the Scene, Through the Eyes of
The Observer and The narratives of the Four preservice Teachers. In the chapters
the data have been compressed and linked together into a narrative form
representing the description of the context for this inquiry and evidence of the
preservice teachers’ professional learning

Moving beyond these basic description is an additional layer of analysis
presented in Chapter Five: The Findings Chapter. This layer of analysis involves
narrowing the focus of the narrative text. This process according to Glesne and
Peshkin (1992) provides opportunity to move back and forth through the data
and write accounts that develop the cultural significance of the data (pp. 162163).

Writing in the First Person
Glesne and Peshkin (1992) state that writing in the first person singular fits the
nature of naturalistic inquiry and that by using ‘I’ in the research text ‘says that
92

Chapter Three: Methodology

yours in not a disembodied account that presumes to be objective by virtue of
omitting clear reference to the human agent who lived through a particular
research experience’ (Glesne & Peshkin , 1992, p. 167). Clandinin and Connelly
(2000) agree, arguing that a narrative inquiry text ‘is an “I” document’ (p. 9) and
that the ‘I’, ‘provides the biases, the perspectives and particular learning that the
inquirer was able to engage in’ (p. 9) during the research journey. Therefore ‘I’
in this research text reflects my presence in the research setting.

Concerns and Issues
As previously identified in Chapter two, the concerns and issues that need to be
considered when undertaking a narrative inquiry include how the preservice
teachers, and the host schools are presented in these narrative accounts. After
reflection, the issues and concerns that need to be addressed are;

•

Representation,

•

Voice,

•

Relational matters, and

•

Anonymity.

Representation
Goodson and Hargreaves (1995) argued that in education there has been a
problem with how academic accounts present ‘this thing we call practice, and
these things we call teachers’ (Goodson & Hargreaves 1995, p.1). He further
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argued the importance of representation saying that ‘it's always very difficult to
actually re-present those things in a text’ (p.1) and that this leads to a
‘representational

crisis’

(Goodson

&

Hargreaves

1995,

p.

1).

The

representational crisis he claimed arises from ‘…scholars trying to capture the
lived experience of schooling and teachers in a text’ (Goodson & Hargreaves
1995, p. 1). He argued that ‘the teachers in the text do not talk, the text talks for
them’ (p.1). Therefore the dilemma is ‘that interpretive meanings are given to
their words, their thoughts, their intentions, their meanings, and their actions’
(Goodson & Hargreaves 1995, p. 1).

Considering

this

dilemma

of

representation

and

the

implication

of

misinterpreting meanings to the words of the participants in this inquiry, I
decided to deal with this issue in two ways; the first was by including a
comprehensive description of the KBC setting in action. I did this to ensure that
the audience of the narratives of the preservice teachers in this inquiry would
understand the routines, rules of operation and how these elements interacted
through dynamic relationships and discourse which occurred in the setting.
Secondly I included the context of the dialogue to ensure that each participant’s
words and actions were not been misinterpreted and taken out of context.

The following example demonstrates in tabular form the processes I employed to
develop homeroom dialogue into a field text, then a research text in the form of a
narrative.
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Donna’s dialogue as rough
field text

Extract from Donna’s narrative

Leaning into desk – arms over bks
moving into cntr of sm gp.

During a small group discussion on ‘insights
into the host school’s culture’ D. sitting with
her body leaning into the desk and hers
stretched out forward covering the open books
in front of her, shared these observations with
the others.

(D) ‘I found a couple of things. Um I
found the tchs to be v prof. As u kn
sch v v strict. Tchs prof come out in
stu att like thy ha utmost res 4 ts. Our t
..lots of pride sch..wh come out in kids
luv sch.’ (proud)

‘I found a couple of things. Um I found the
teachers to be very professional. As you know
our school is very, very strict. The teachers
being professional comes out in the students
attitude like they have the utmost respect for
the teachers. Our teachers have a lot of pride
in their school which also comes out in the
kids love the school.’

Figure 3.5: Forming the text

After I had listened to the participants’ words and written them as field text, it
was necessary to shape and polish these into a research text in the form of a
narrative. Considering the dilemma of representation, my concern was to ensure
that the stories represented the participants’ language, using their lexicon rather
than mine. To ensure this I added semantic details in the form of contextual
information and non-verbal gestures that characterised both the setting and the
participants. This allowed the participants to be represented as individual
characters.

Voice
Voice is an important aspect of narrative. There are many voices inside each
story from the narrator and author to the researcher and critic. Clandinin and
Connelly (1990) demonstrate that narrative as a process by which the researcher
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inserts him/herself into the story of another with the ability to give that other
voice.

In this inquiry each story uses the voice of the preservice teacher to convey
beliefs, perceptions and perspectives of the past and present schooling
experiences. In reading them it must be remembered that these stories are
constructed by combining the preservice teachers own words of life experiences
into a research text through my interpretation of them. Carter (1990) stresses the
importance of becoming ‘aware of the issues involved in narrative and story
such as ‘interpretation, authenticity, normative value, and what our purposes are
for telling stories in the first place’ (Carter, 1990, p.11). The dilemma for me
was to allow the individual stories to emerge, through the dialogue and
descriptions. In each of the narratives I have allowed individual personalities of
the preservice teachers’ to emerge. To ensure this I did not replace any of the
participants’ words with words with similar meanings from my lexicon. The
evidence of this can be seen in the narratives themselves as I have presented four
separate stories told during the research period by four separate preservice
teachers. These stories present both the dialogue and individual characteristics of
the participants.

Relational Matters
In addition to the above concerns, ethical matters arise in what Clandinin and
Connelly (2000) identified as ‘relational matters’ (p. 171). These they say are ‘in
everyday life, the idea of friendship implies a sharing, an interpenetration of two
or more persons’ spheres of experience’ (p.171). They also claimed that ‘mere
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contact is acquaintanceship, not friendship.’ (p.171). The same may be said of
narrative inquiry, which in one sense is a collaborative research venture. From a
relationship point of view, the responsibility to the participant must be
considered, in much ‘the same way we consult our conscience about the
responsibilities we have in a friendship’ (Clandinin & Connelly, 2000, pp. 171172). Therefore relational matters become part of a narrative inquiry as the
participants, together with the researcher, are engaging in conversations on a
level that is more than an acquaintanceship as they are both living the research
stories.

The following extract from Kim’s story illustrates the nature of this relationship.
K. turned and said ‘I need to talk, I need to ask questions, I need to find out
things about the system, I am getting too involved’ and tears welled in her eyes.
We sat together and I let her talk.

Anonymity
The issue of anonymity emerged during this inquiry as a significant concern. The
participants have been referred to by pseudonyms throughout the inquiry in the
attempt to protect their identity. It was impossible to avoid adding descriptive
details to the narratives, as it is these descriptive elements that allow the
individual personalities to emerge and the stories to develop. Anonymity in a
narrative inquiry can be likened to the pixiellation process undertaken to disguise
peoples’ identities on television. The participants identified are protected from a
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wide audience, but the news camerman who took the picture, and/or others
present when the item was being recorded, would know whose face had been
pixelated. This is analogous to the participants in this inquiry. While readers of
this thesis would not be able to identify them, those who are involved in the
KBC intake and those who work in the program could possibly work out who
was who.

Trustworthiness and Credibility
At the heart of narrative analysis is ‘the ways humans experience the world’
(Clandinin & Connelly, 1990, p. 2). As a research technique, the study of
experience is through stories. Emphasis is on the stories the preservice student
teachers tell and on how these stories are communicated and on the language
used to tell the stories.
Guba and Lincoln (1985) advised researchers to implement a variety of measures
to ensure trustworthiness of the data gathering and analysis phases during a
naturalistic inquiry. Procedures to ensure trustworthiness and credibility are
necessary to ensure the authenticity of the storied interpretations and the findings
and enhance the ability to transfer interpretations to the settings and situations.
This inquiry included the following credibility measures:
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Prolonged and Substantial Engagement

Glesne and Peshkin (1992) advise that prolonged and substantial engagement
with the participant is a major factor in the acquisition of trustworthy data; ‘time
at your research site, time spent interviewing, time to build sound relationships
with respondents, all contribute to trustworthy data’ (p. 146).
I participated in the KBC homeroom setting over a four-month period. During
this time I was able to build up a relationship with the participants and become
an accepted member of their environment and this community.

Thick Description

‘Thick description’ refers to the essential information that a reader must know in
order to understand the findings (Lincoln & Guba, 1985, p.125). By providing
such ‘thick description’ the trustworthiness and credibility of research findings
are enhanced. Such descriptions also allowed me to describe the meaningful
human interactions ensuring the preservice student teachers’ ‘voices’ were
heard, thus ensuring that:
Data, interpretations and outcomes are rooted in the context and persons apart
from the researcher and are not figments of the imagination. Data can be tracked
to its sources, and the logic used to assemble interpretations can be made explicit
in the narrative (Mertens, 1997, p. 13).
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Peer Debriefing

This process enabled me to share emerging findings and the interpretations
arising from the data with my peers. These peers were able to question or verify
interpretations, a process that required me to check and clarify interpretations.
These peers also aided in guiding the subsequent steps of the inquiry

Limitations of the inquiry

The time period of data collection for this inquiry was focused on the first
semester (autumn session) of the university academic calendar for 2003. This
limited the data collection to a four-month period (March through to June).

Four respondents were interviewed. This would create problems if this inquiry
placed emphasis on a quantitative approach to preservice teachers’ perceptions
and experiences. The validity rests on the quality and depth of the data gathered
rather than its quantity across a large range of participants.

Conclusion of the Chapter

This chapter has discussed the methodological underpinnings and details, which
support this thesis’ narrative inquiry approach, and various aspects of its
methodology. In the next chapter I intend to describe the setting in action. This
will be done by presenting illustrative narratives that describe the physical
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design of the KBC homeroom at the University of Wollongong and this setting
in action during three separate KBC homeroom sessions.
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Chapter Four

The Findings

Introduction
The purpose of this inquiry is to gather, present and analyse the stories of four
preservice teachers at the University of Wollongong, for the purpose of creating
a research text that illuminates two aspects of preservice teacher education:

•

The professional learning experiences of these preservice teachers; and

•

The role, which the discourse of the context plays in shaping the
relationships between preservice teachers, their mentors, peers, and
university facilitators.

This chapter presents a description of the KBC homeroom and the narratives of
the four preservice teachers in three separate sections. The purpose is to provide
a description of the context of this narrative inquiry, introduce the setting,
introduce characteristics of the cohort and highlight examples of collective
knowledge growth. To guide the reader, the sections have been outlined below:
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Section Title
Part A: Setting The Scene

Content of The Section
Introduction
Description of The KBC Homeroom
Conclusion

Part B: Three Views of the KBC

Introduction

Homeroom

Through the Eyes of The Observer: #1
Summary
(Please note this format has been
repeated for the additional two extracts)

Part C: The Narratives of The
Four Preservice Teachers

Introduction
Title of the narrative
Summarised Introduction
Map Story
The Preservice teacher’s narrative
(Please note this format has been
repeated for the additional two
narratives)
Conclusion

Table 4.1: A Summary of the Sections

Part A: Setting the Scene
Introduction
The purpose of this section of the chapter is to present a description of the
setting. The form of the KBC Homeroom and the paraphernalia within the KBC
Homeroom are described below.
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The KBC Homeroom
February 10 2003

The Knowledge Building Community (KBC) Program’s Homeroom is located in
Building 23 on the grounds of the University of Wollongong’s main campus.
Building 23 serves to provide office space for the Faculty of Education’s
‘Student Service Centre’ and the lecturing staff in the key learning areas of
Physical Education, Science, Information and Technology, Human Society and
its Environment and Creative Art.

The KBC Program Homeroom is located at the western end of the first floor of
this building and is accessed by a flight of stairs off the main entry foyer. When
approaching this room the first observation is that there are two entry doors into
the room, both displaying sign plaques. On the first the sign plaque it clearly
indicates by means of a red and black pictorial image that this is a mobile phone
free area, while the sign on the second door identifies this room by number and
occupants name; room 126 for the KBC Mentoring Program. Also displayed on
the first door is the 2003 semester timetable, which identifies that the first year
KBC students will use this room for intensive formal learning from orientation
week until the end of the first semester in June of this year.

Upon entering this room, the first impression is that this teaching and learning
area is something other than a typical university tutorial room. It has the décor
and furniture that more closely resembles a primary (elementary) school
classroom.
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Standing at the front of this long narrow room, the back wall is partially covered
by a large tree shaped poster. This poster is more than a colourful decoration, it
is an artefact of a past KBC group task, a symbol that represents the nature and
style of the learning in this environment. It is also the colourful image that offers
a focal point to begin further observations of this room.

Scanning from left to right, the remainder of the back wall appears to be a
partition style wall constructed from creamy, grey coloured plasterboard. The
adjoining wall to the right is a wall of windows. These windows bear the signs of
neglect as dust and dirt covers the glass, mechanisms and fixtures. Also evident
through the dust is a thick layer of cobwebs, which has built up on the outside
frames. The other two walls appear to be the structural walls, both painted an off
white colour and dotted with masking tape and ‘Blu Tac’ (wall gum) spots.
Underfoot a grey blue carpet, above three sets of fluorescent lights and two
centrally positioned ceiling fans. As these elements come together they provide
the structural framework for this learning setting.

The furniture comprises a collection of white laminated tables, grey plastic
chairs, bookcases and teaching aids. The tables have been arranged into abstract
formations, which I have heard referred to as both ‘clusters’ and ‘island groups’
and fashioned so that six adult students can sit around the edges of these
formations. The confirmation of this can be seen in the position of the chairs; six
chairs per ‘cluster’. In the centre of each of these ‘clusters’ of tables are
colourful square plastic containers filled with pens, pencils and assorted
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stationery items. The additional furniture around the room consists of two outdated Macintosh computers, set up in the back right corner, complemented by an
overhead projector and two easels supporting flip-chart pads positioned at the
front of the room in what appears to be ‘the teaching area’.

The ‘teaching area’ opposite the main or first entry door to this room has a
backdrop of a large clean ‘whiteboard’. On the right hand side of the
‘whiteboard’ stands the laminated bookshelf displaying children’s picture books,
dictionaries, textbooks and teaching aids. Also in this area is a small out of date
student table crowded with tea and coffee making equipment, comprising an urn,
jugs and an assortment of mugs, while the wall space above the tea and coffee
table is a gallery of published newspaper articles and photographs presenting
images of the KBC projects undertaken during the past four years.

Between the main entry doors and the additional or second entry door is another
white board, smaller in size and less accessible as it is mounted on the wall
above a ‘cluster’ of tables. To complete the observation of the room, I look again
to the back of the room. In the left corner under the poster of the tree is an
isolated student desk and chair with a place label identifying that this has been
positioned for me the participant observer.

Conclusion: Part A
This description of the setting, being the KBC Homeroom and the paraphernalia
within the KBC Homeroom serves as the introduction to the Knowledge
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Building Community (KBC). The interactions between the cohort in this setting
will be presented in the following section (Part B) of the chapter.

Part B: Three Views of the KBC Homeroom
Introduction

The purpose of this section of the chapter is to inform the reader of the,
interactions, language and dynamic of this community of learners. This section
presents three examples of the KBC as a dynamic learning community and
introduces the codes of conduct, the routines, the style of learning, the language
and the participants of this inquiry. To guide the reader, the extract titles and the
dates they were recorded are outlined below:

Title

Date Recorded

Through the Eyes of the Observer #1

April 7

Through the Eyes of the Observer #2

April 21

Through the Eyes of the Observer #3

April 28

Table 4.2: Summary of Extracts

The following section presents the first example the KBC as a dynamic
community of learners.
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Through the Eyes of the Observer: #1
April 7 2003
9 a.m.
Donna, Kim and a few of the other KBC students have arrived early and have
settled themselves around one of the tables towards the back of the room. They
acknowledge my presence by looking up, smiling.

Liz entering the room full of energy, bounces up to Kim and hands her what
looks like a package of papers. ‘This!’ she said, ‘is for the group assignment’.
Kim accepts the offering, nods and places the package on the desk in front of
her. Liz bounces off and takes her place at the table towards the back of the room
and begins to unpack her bag and settle in, while Kim stands and watches the
others students come through the open door.

A stream of students file into the room through the first door, the one closest to
the front of the room. Terry, the mother of the KBC group, side steps her way
through the younger students and makes her way to the tables where she sits
with the others in her ‘school based learning’ group. Filled with spirit Terry
places her hand on one of her teammate’s shoulders and appears to spin her
around. ‘You know that child yesterday!’ she said pointedly. Raising her voice a
little as she continues, ‘You should have stayed and watched’. They pull each
other down onto the seats and talk secretly about what must have happened at
their host school yesterday. I watch as two of the young female students plead
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with them to let them join in on this secret discussion. The group of two
conspirators develops into a huddle of four.

Within minutes the room fills, all the students have taken up their seats, bags lie
open on the floor, books cover the tables and the ceiling fans turn slowly above
all of this action. Noreen enters, moves across the room to open a window and in
doing so she breaks a cobweb and dislodges the dust encrusted on the window
sill. A poster titled ‘Curriculum and Pedagogy: The things you teach and how
you teach them and the things the kids have to know’ made in an earlier learning
session, rhythmically pats the wall as Noreen begins the morning session.

‘Good Morning! Let’s get underway?’ She pauses for a moment and scans the
room. ‘Where have you been this week?’ she asks the attentive student group.
The spontaneous responses to this question include:

‘I took my children shopping’,
‘Nothing much’,
‘A group of us went to the pub for a few social drinks’, and
‘I went parachuting’.

Noreen acknowledges the last response with a momentary look of surprise. As
she moves closer to this student, she repeats the word ‘parachuting?’. The
student returns the attention with ‘Yes’, then cut the possible interaction short by
looking away.
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The morning session continues as Noreen turns to address the whole group. She
directs the students’ thoughts back over the past week. She says, ‘You have also
been associating with professionals in a complex cultural environment’. Pausing
and moving towards the centre of the room she continues, ‘You have just spent
two days of the last week as associate teachers in host schools’. She pauses again
and moves deeper into the room, coming closer to my observation post in the
back corner. The students sit silently in reflective poses. She breaks into their
moments of thought and says, ‘You have been immersed into a culture that has
been established over time to educate children’. She continues, this time with
firmness in her voice to outline ‘the shared learning task’ for the morning, by
saying:

Working in your school groups, discuss some of the significant insights
you have gained from your association in the host schools. Share with
each other; what you have seen, what makes up a school community and
identify some of the inside and outside influences on this community.

Without hesitation, seats are repositioned to form tight formations around the
tables. As they reposition themselves books are pushed out of the way causing
chaos with the containers of pencils on the tables and loud constructive chatter
begins to fill the room.

The chatter continues for several minutes as the students share what they had
seen and experienced in the school. I focus my attention on the group closest to
my observation post. As they take turns to share their insights, the speaker in the
group is interrupted as someone adds their insights to what is being discussed.
As they became more engaged in the discussion, I over hear them confirm and
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clarify points of interest with each other. The audible comments that I was able
to record include:

‘Did you go into the staffroom?’;
‘Did you see the ‘term planner’ on the staffroom wall?’;
‘Did you see all the equipment in the Kindergarten rooms?’; and
‘When I saw the spelling list on the board, I remembered the spelling tests we
did each Fridays’.

Jane sits in this group crowded around the table close to my observation post. As
I observe she sits back in her seat and appears to listen to the others share what
they had seen. Every now and again she nods. She eventually makes the move to
add her contribution to the conversation and says:

At the school I am at, we all have to wear nametags with our first name
and last name written clearly on them. I found it interesting that we had
to put both names on them. There was one little girl who came up and
said ‘I know your name is Jane, but I have to call you Miss Smith’. I look
at this as though I was being given respect straight away.

As she completes her contribution she has a look of pride on her face as sits back
into her seat, wearing a smile of self-affirmation on her face. Jane, now
obviously more relaxed, begins to add comment to each topic being discussed by
the other group members as they huddle around the table ‘cluster’.

As the time passes the room becomes more and more alive with excited
conversation. My attention moves to Kim, also in this group. (This past week
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had provided her with the opportunity to go back into school after a twenty year
lapse in time. She returned to school after years in the work force, marriage and
having children.) When it is her turn to share she speaks with a confidence and
authority in her voice. Kim begins to introduce her conversation by saying ‘I
will begin by setting the scene’. Then continues to tell her account:

The school I have been attending is to the north of Wollongong. On our
first day we were introduced to the staff and shown around. There seems
to be an emphasis on reading in this school. They have lots of reading
programs, reading helpers and rewards systems. I also noticed that the
teachers want the school to have a good image in the community. Oh!
And computer technology is very important in this school too.

Emma interrupts to acknowledge Kim and the others by saying, ‘I have been
listening to you and the others and it is all interesting. However, I want to share
what I have seen, because it is quite different from your accounts of the schools
you attending this week’. The group listens with interest as she continues:

The group I am in is going to a very different school to you all. The
principal told us that there are special lifestyle programs in place to
support the children in this school. See they don’t come from affluent or
even supportive backgrounds. The school doesn’t push the school
uniform bit. The children don’t have to wear school shoes, because most
of the families can’t afford them. The school gives the kids breakfast and
has things in place just to help them be kids.

When Emma concludes her account, Terry turns to her and acknowledges that
the school she attended must be similar. Terry says, ‘There are a lot of those
programs at our school too; food, welfare, discipline, medical support all sort of
112

Chapter Four: The Findings

things in addition to the learning and reading programs’. The group of students
at the table listens intently to Emma and Terry’s exchange of accounts of their
host schools.

In surprise I turn to face Donna as a whistle sound redirects my attention to her
activities. I listen to her speak about the behaviour and the manners of the
children at her school. Her comments include:

In our school the kids are all so good. There isn’t one naughty one. I
don’t know if that is the school, the rules or the homes they come from.
Their uniforms are beautiful. The principal walks in and they all freeze.
They read, garden and look to be happy.

During this time Noreen remains seated on a stool at the front of the room. I
notice that when she is invited by the groups she adds comments to the different
discussions, otherwise she sits and observes their actions from her position at the
front of the room. A few minutes of noisy discussion and sharing continue,
before Noreen stands up and gets the whole group’s attention.

Noreen’s presence now obvious to everyone the last of the voices trail off to an
inaudible level. Noreen, now standing next to an easel at the front of the room
begins jotting down single words and phrases; identity, environmental focuses,
multicultural communities, special needs, reading program, safe environment,
and in doing so creates another poster to be added to the wall. Pointing to this
poster, Noreen says, ‘these are the points I have heard you identify during this
discussion. These are the things that you have found to be influential in forming
the school communities of your host schools’.
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Encouraging the students to discuss these points as a large group, she invites
them to take turns to share their insights with the others. A few students accept
the invitation and stand next to their seat and present brief recounts of what they
have discussed during the small group sharing time. At the conclusion of this
forum, Noreen moves into the centre of the room to introduce a new topic.

In a bold voice, she encourages the students to reflect on the past. She asks,
‘Thinking back to what you have seen and what has just been discussed. How
can you help the children in your class have a good day?’ Robyn’s response is
spontaneous. She shouts, ‘Through encouragement’.

Dan acknowledges

Robyn’s contribution with a slow drawn out ‘Yeah! Encouragement is so
important. Yeah that’s it!’ Dan, then withdraws into the harem sitting around the
table.

Donna looks across at Dan, proclaimed ‘fun!’ then drew back into her seat.
Theatrical Jasper picks up this point and springs up out of her seat, clapping her
hands together and in-a-sing-song address adds, ‘Yeah! Babe. Fun! Lots of fun!
Busy things to do. Keep them moving. Pace everything. Let them make noises’.
Without a pause or a moment of reflection, she spins around and descends back
onto her seat. Noreen smiles, in response to Jasper’s actions and summarises the
shared comments by saying, ‘variety and motivation ‘are’ important’.

She

continues the activities by saying, ‘Children find teachers who just talk at them
to be boring. Often teachers hand out stencil, after stencil for the children to do.
This too is uninspiring and it doesn’t motivate learning’. Moving to another
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position across the room as she continues to speak to the group, Noreen
continues:

It is important to give the students in your class a variety of activities and
experiences. This will develop their interest and senses. They will then
interact with you.

Using a stronger more questioning voice, she asks,

‘Can you remember a

teacher that impacted on you?’ There is an explosion of comments as the
students begin to talk excitedly about ‘that special teacher’ in their lives. The
teacher who:

‘Let me hold her hand’,
‘Allowed me to do jobs’,
‘The one I remember that seemed to care’,
‘The one who never yelled’,
‘The one who seemed to be fair’,
‘The one who gave out stickers’,
‘The one who would send us out to lunch early’, and
‘The one who didn’t raise his or her voice’.

Drawing this session to a conclusion Noreen acknowledges their comments and
identifies that ‘that special teacher’ had obviously engaged their emotions and
senses to have had such a lasting positive impression on their lives. She points
to her watch, taps on it and invites them to ‘Have a break’.

Concluding time 10.45 a.m.
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Summary of This Extract
This extract not only demonstrates the style of learning in KBC, it reveals the
nature of the learning experiences, and positions Donna, Kim and Jane, three of
the participants of this study. The following extract demonstrates the interactions
and dynamics of this learning community.

Through the Eyes of the Observer: #2
April 21 2003
9 a.m.

Sitting at my post in the KBC homeroom I note the usual flow of students, the
friendly greetings and the chaos that occurs as they take up their seats. Noreen
stands poised next to the overhead projector ready to begin. BC, who has joined
us after weeks of meetings and conferences, sits on a stool at the front of the
room with a coffee in his hand. The students settle and break off their
conversations as they turn their attention to the front. Noreen begins by asking,
‘What is the difference between education and schooling?’

Without hesitation comes Nikki’s reply, ‘School is academic and education is
more than that’. Noreen steps forward, to stand next to her and asks her to
expand on her definition. Nikki pushes herself forward and presses her body into
the desk before she answers. ‘School,’ she says, ‘is about what you learn and the
skills you learn, while education is more than that’. Noreen gestures to Nikki to
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continue with the definition. Nikki shakes her head and slides back down into
the seat in a form of refusal.

As Noreen moves back to the front of the room, she picks up a felt pen and
positions herself next to the clean whiteboard. In large cursive lettering, she
writes ‘Who Runs A School?’ across the top of the board. A quick succession of
oral responses are offered to Noreen’s question. These include:

‘The Principal’;
‘The P&C’;
‘The kids needs’;
‘The School councils and student groups’;
‘The Communities’; and
‘The Governments’.

These responses become discussion points in a brainstorming session and are
used to introduce the more theoretical component of the lesson.

Noreen begins to read statistical facts from a transparency sheet that rests on the
flat bed of the unilluminated overhead projector. She reads, ‘The New South
Wales Department of Education and Training, is the largest organisation in the
southern hemisphere, having the responsibility of education for 900,000
students’. Turning the overhead projector on, the text on the transparency is
projected onto the whiteboard to overlay what she had written earlier. She
continues to read through the notes on the wall and answer the volley of
questions addressed to her during the process. A few of these questions include:
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‘Where is head office?’;
‘Who is the Minister of Education now?’;
‘What is the average age of primary school teacher?’; and
‘How are school districts divided?’
During this information session some students furiously write notes, others just
sit and listen, while Rick maintains his gaze on the outside world.

It is at this moment that Noreen’s information is lost into the vacuum of space
with all those other unrecognised sounds that oscillate off into the distance. An
insect had flown in through the window and jetted up onto the ceiling fan. The
students closest to the window jump out of their seats, while the students at the
back of the room watch the entertainment from a safe distance. Everyone in the
room is distracted from the lesson and now focus their attention on the activities
of the insect.

The room fills with short direct questions; ‘What is it?’, ‘Will it sting?’, ‘Where
did it come from?’ and ‘Where is it now?’. Terry who remains calm unlike the
younger students promptly answered these. Momentarily the commotion ends as
the insect departs through another open window. Now back in control, Noreen
gestures to the group to settle down and for those who are standing to resume
their seats.

Noreen takes the opportunity to turn this event into one of those invaluable
‘teaching moments’. She asks, ‘How would you deal with this in your
classroom?’ She pauses waiting momentarily for a reply, then continues, ‘Would
you let it go or command the class to be quiet?’ As she stands firmly in her
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place at the front of the room, her eyes move from table group to table group.
She continues:

Think about this situation. This sort of thing will happen in your class.
Consider how will you deal with it and whether you would attempt to
catch the intruder or leave it fly around as we have done.

Her actions and the dialogue appear to compose the group, which enables them
to conclude the lesson. At this point there is a short recess break of fifteen
minutes.

10.45 a.m.
Noreen steps aside, as BC becomes the facilitator. Standing with a large coffee
cup in his hand, he begins to address the students. He says, ‘lets move on to
bigger and more important things than an insect. I want to introduce you to the
term “reflective practice” and some techniques used to aid “reflective practice”
in an academic sense’. He stops for a moment to put down the mug. Then
continues:

The use of reflection and reflective writing is a good teaching practice. It
aids professional development as it provides the reflector the opportunity
to revisit what and where they have been.

Dan interrupts BC and proclaims:

I did a reflective piece last year as I travelled. It included the moments
and happenings in the year, in my heart and the things I thought about. I
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found writing down what I thought and felt to be helpful in my personal
growth. Really fulfilling, yeah!

BC acknowledges Dan’s comment with a ‘good’ and a nod. Liz contributes to
the conversation by saying, ‘I keep a journal, I write in it every night and I have
done this as long as I can remember’. Liz is cut short by a barrage of questions
directed to BC, which include:
‘Reflective, like a diary?’;
‘How much do we have to write?’;
‘Reflection on what?’; and
‘Do we have to do some sort of reflective activity as an assignment task?’

After a short time BC is able to continue to explain the meaning of reflection,
reflective practice and reflective activities. In doing so he addresses the
philosophies and principles of reflective practice, introduced Dewey, Schón and
concludes with an overview of 'Barker’s Behavioural Setting Theory’, which he
indicates are to be used to guide the reflective pieces they would have to write as
an assignment. The students repeat the phrase ‘assignment task’ with anguish as
they begin flipping through their subject outlines to confirm the statement.

A distant voice breaks into the commotion. It is Kim who is looking a little
confused. She sits upright in her seat, pen in one hand and her workbook
supporting the other. Kim addresses BC, ‘excuse me please, but can you tell me
if a reflection is an recount of an activity?’ BC, cups his ear to indicate that he
didn’t quite hear the question. Offering support, Noreen answers on his behalf
and says, ‘A recount is more factual. It is a bit like, “Today we went to school
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and saw this or that”, while a reflection is more personal and demonstrates some
form of growth in your learning’. Kim nods to confirm she was able to hear and
understand the response.

The students become more orderly as constructive questions continued to be
addressed to both BC and Noreen. Liz, poised in her seat, confirms her
understanding of the topic and asks ‘ I heard you say reflection is not like a
recount, but are there rules for reflective writing, like in other genre?’ BC
responds ‘No, there are no rules, as such. However it is a learning tool, not a
social diary, so Noreen and I will set out some guidelines for you to use in your
reflection assignment task, which we will post on the web for you to look at’. Liz
nods in affirmation and Noreen announces that it is time for lunch, a statement
that immediately concludes the morning session.

1 p.m.
After lunch the room is in chaos. Most of the 30 students have spent some part
of their lunchtime seated at the tables and have walked away and discarded their
papers, drink containers, food scraps.

Noreen, standing in the doorway, holds one of the discarded papers in her
fingertips. Using a ‘teachers voice’ she sternly says, ‘Ah pollution! Deal with it’.
She turns and moves out of the room to allow the students time to right their
wrong. On her return she asks the group, ‘Can anybody tell me what classroom
management strategy I used, in my approach to your mess?’ Kim says, ‘You
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used your voice, to take control of the function of the room’. Noreen nods then
she asks, ‘What are management strategies?’ Kim’s response again:

They are the things teachers do to direct the attention of the class and
encourage positive behaviour. They are used to ensure that learning takes
place from the time the teachers and class arrive in the morning until the
time they go home in the afternoon.

Noreen moves closer to Kim and confirms her comment with a smile and nod.
Noreen proceeds to say:

Classroom management can be defined further. It includes the
establishment of rules and routines, the movement around the room, the
storage of items, the planning, the teaching strategies, the behaviour
techniques and the finishing off of things. Classroom management is
taking control of time.

Liz curiously asks in her pleasant manner, ‘Management is time control?’ which
is followed by comments and questions from other students that include:

‘Is it how you hand out things and do things?’ to
‘I see it as being prepared, before you arrive’.

Noreen confirms all of the responses and adds that during their time in
classrooms in the coming week of their school based learning, they will become
more aware of the importance of the term ‘management’.
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Noreen’s discussion is interrupted by Terry who reveals, ‘I have a concern. I feel
I need to discuss this situation before I go back into school tomorrow. It is about
management, but it is much bigger than what we have just touched on here and
now’. Terry continues to share an account of a difficult situation in which she
had become involved while on school visit in the previous week. Tears well in
her eyes, she retold a horror story, of a situation she had become a party to as an
associate teacher in the host school, the sensitivity of the situation forced me to
stop recording the text.

Here ends April 21 2003

Summary of This Extract
This extract demonstrates the interactions; between the peers, university
facilitators and the KBC curriculum. The following extract illuminates what can
be seen as professional growth and understanding of the cohort as they share the
insights of their School Based Learning.

Through the Eyes of the Observer: #3
April 28 2003
9.15 a.m.

With a coffee in my hand I watch from the back of the room as the students
come in and take up their usual places at the desks in the room. As a distraction I
read one of the posters on the wall. Broughton School … 600 plus children, …
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two short lunch breaks, reading support program, little outside community
support, huge play areas, covered learning areas and more demountables than
permanent classrooms.

As I look around BC is in position at the front of the room. ‘Good Morning’. he
says in a clear voice. The students however are not ready and do not respond.
Again BC offers his greeting, ‘Good Morning’ this time he points to the
whiteboard, where he has written the following instructions. ‘Work in small
groups, list the ‘ah ha’ moments re your learning – come back together in fifteen
minutes to share’.

As I watch the student group respond, the movements as a whole appear to be
rehearsed. The group closest to me pull in their chairs, move bags and books to
clear space on the tables and the group scribe opens a note pad and sits poised
with pen in hand. My attention is on a group that has Jane, Kim, and Liz as
members. As they sit together ready to begin, Liz reaffirms the task by reading
the text on the whiteboard, which reads, ‘talk about ah ha moments’.

Kim begins, ‘my teacher dug up a program that was written up for the whole
year. It seems that Human Society and Its Environments (H.S.I.E) is used to
drive the theme and the planning of this program’. Liz adds. ‘I have noticed that
too. Not that I have seen a program. But I have seen the things in and around the
room that look like HSIE work’. They each briefly talk about classroom
programs, planning and theme activities. Kim mentions:
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I have also noticed that my teacher tends to look at the positives things in
the class and rewards them. She will walk over to someone being good or
working well and acknowledge them. I see her giving them immediate
praise.

While Kim talks about her classroom experiences, Jane sits quietly and colours
in a diagram she is creating in her notebook. She stops and pauses for a moment
to look at her artwork. Without a word she leans across in front of Kim to the
container in the middle of the desk and picks up three different coloured felttipped pens and begins to use these to add detail to her drawing.

BC, now standing close to the group listens to the discussion. Kim maintains the
thread of the conversation as she looks up at him.

I saw my teacher’s plan for the day sitting on her desk and all the
resources for the activities were in neat piles next to the desk ready for
the students to do. As the day went on she left things out.

In the

afternoon we talked about this. She said that this was because there were
other unplanned things happening in the school that day. Things she
couldn’t avoid, like that special assembly.

Jane who has now captured Dan’s attention continues to remain isolated from
the discussion and continues to colour in her artwork. BC quietly moves on to
observe another group. One of the others share how proud she felt when she saw
a child achieve success in a learning task, while another spoke about the noise
generated by hundreds of children when they sat under the covered outdoor
learning area (COLA) during a lunch break.
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The fifteen minutes are up and the groups are asked to share some of their
insights. Jasper, standing at the front of the room, wove a pen between her
fingers as she began to talk about a library lesson she had been involved in
during her school based learning.

We went to the library for a half hour lesson. My teacher gave the
children a bookmark that had problem based learning (PBL) points listed
on it. As I read through the points I thought. 'Yes! This is what we
discussed here in KBC. PBL, it seems it is everywhere’. The bookmark
was given to the children to remind them of the steps they had to follow
when they begin to research something in the library.

Donna appeared captivated by Jasper’s dexterous finger movements and sat as if
in a trance. Without any indication of her intention to speak, Donna breaks into
Jasper’s recount to boldly ask ‘How do you do that thing with the pen?’ This
startles Jasper who stops and gestures. ‘What?’ by shrugging her shoulders.
Jasper continues to share her excitement at having seen problem based learning
being used in the school setting. As the lesson continues Donna sits silently and
looks a little sulky.

Jim, one of the mature male students stands to speak. The others who sit around
him smile and encourage him to share. Jim enthusiastically states:

I was surprised how quickly non-English students progress. They started
school a few weeks ago, and progressed from not having understanding
of the functions of reading or writing to being able to use it in a matter of
weeks. Well, use it for basic things anyway. You see, in our school
English is not the first language. These children have to do it themselves,
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without any help from their non-English speaking parents. This
fascinated me.

Jim stops, he turns and directs a question to BC.

I had a go at reading with a group of these students. It was amazing to see
them try. As they had a go they got half the words wrong or couldn’t
sound them out but they didn’t stop, or give up. BC, I want to know at
what stage you, as a teacher, stop them and offer help and how do you
help them?

Jim sitting back into his seat waits for BC to reply. BC, cupping his hands to his
mouth, takes a moment to think. Then says:

It is important to let them have a go. Let me explain. ‘ Moving in
amongst the tables to be closer to Jim, he asked. ‘Tell me what is right?
Tell me which one loses meaning? My father went to the shop or my
feather went to the shop.

Jim confirms by saying ‘father’. BC nods then continues.

Reading is about gaining meaning. Let them have a go. Try not to
interrupt them if they appear to be getting some form of meaning from
what they are reading. A way to help? Well you could say let me read the
words back to you. Then ask them to tell you what made sense. Their
attempt at reading or your reading. Show them what they did wrong.
Then let them have another go.

Everyone’s eyes are trained on BC and Jim. No one interrupts as the discussion
continues.
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I ended my notes here.

Summary of This Extract
This extract like the other two demonstrates the interactions; between the peers,
university facilitators and the KBC curriculum. This extract more clearly
illustrates how the KBC sessions developed constructive meaning making
discussions.

Conclusion: Part B
This section of the Findings Chapter has presented the illustrative examples of
the setting and the interactions of the participants in this setting. The purpose
was to provide a description of the context for this narrative inquiry, introduce
characteristics of the cohort and highlight examples of collective knowledge
growth. The following part of the chapter presents the narratives of the four
preservice teachers featured in this inquiry project.
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Part C: The Narratives of the Four Preservice Teachers

Introduction

The purpose of this study is to gather and analyse the stories of four preservice
primary teachers in the KBC program at the University of Wollongong. As a
result, this section of the chapter presents the narrative of the four participating
preservice teachers.

For reading purpose the narratives are presented as four separate narratives as
outlined in the table below.

Narrative of The Four Preservice
Teachers
Liz

Summarised Introduction
Map of Liz’s Story
Liz’s Narrative

Kim

Summarised Introduction
Map of Jane’s Story
Kim’s Narrative

Donna

Summarised Introduction
Map of Donna’s Story
Donna’s Narrative

Jane

Summarised Introduction
Map of Jane’s Story
Jane’s Narrative
Table 4.3: Summary of the Narratives
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Each of the narratives begins with a summarised introduction, which is then
followed by the individual story, as I understand it. The portraits of each of the
preservice teachers are protected by a pseudonym in the attempt to disguise the
identity of the participant from a wider audience.

My concern during this process is to honour the telling of each story, so that the
voice of each participant is distinguished from my own. Consequently, the words
of the preservice teachers are cited, sometimes at length, in order to present
accounts that retain their authenticity. An additional note is that these narratives
are a construction of past events, and therefore have been written in past tense.

Liz

Summarised Introduction
Liz an 18 years old, of average height and slight build, acknowledged that she
lived with her parents, her 16 year old sister and 15 year old brother. She
controlled her body movements as if her actions had been choreographed. She
walked with graceful movements in a strong upright posture. Even when seated,
her back was straight and her arms rested gracefully on her lap, or by her side.
When recounting memories of her family and past school experiences, her eyes
would light up and her body would become alive. She was polite and
enthusiastic when responding to conversations and the semi-structured
interviews at the beginning of her statements generally started with the
exclamations ‘Oh!’ or ‘Oh yes!’
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Liz has lived the majority of her life in the same house, located in an historic,
semi rural town, west of Sydney. Liz’s family established themselves in this
community as it provided the social, educational, recreational and church
activities for the family to share in. She openly acknowledged the love and
support given to her by her parents. Away from her family, Liz enjoyed and
taught dance in the local dance school several afternoons each week.

Liz was enrolled in the local State primary and high schools close to her home
and enjoyed close relationships with both friends and teachers. She reflected on
the positive aspects of school and indicated that she enjoyed the social
interactions, as well as the academic pursuits of school.
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Past

Family

School

Community

Primary
school years
–

2 parents

Cee. P.S. K-6
Dance, library, SRC,
PSSA sport, choir. Not
band (can’t play an
instrument)

I had a lot of friends

age range
5 – 12 yrs

Oldest child
Sister 1yr
younger
Brother 2 yr
younger

Church –youth group
Dance group
Dance teacher

School Captain

Family moved
to Cee. to be
close to schools
prior to Liz
starting

Teachers seen as friends hold their hands, hug and
walk together.
Neg. memory of getting in
trouble in K.

No other community
organizations i.e. Brownies,
guides etc.
Enjoy outdoors and being
active

Both parents
teachers – lot of
teacher talk in
home.
Enjoys family
activities.
Present

‘hard worker’
Family

March 2003

2 parents

To

(same)

July 2003

Share socially –
golf, tennis,
exercise.

SBL

KBC

North Illawarra P.S.
Mentor’s class
Kindergarten

Attendanced by SBL- little to
no connection to wider KBC
groups because of ‘
bitchiness’
- emotional baggage of
others.

Similar school structures small playground - student
pop. too large for assembly
area - less green areas.

Always eat

Interesting mix of students

together

Extra curricula activities
during school time.

Good
Action – confident,
capable

relationship
Supportive of
each other

Discussion points articulated
well and informative – mature
understanding of school
discourse and terminology.
Collaboration – talk and
participation in KBC formal
activities.

Conflict with teacher –
needed to mimic her to be
accepted.

Figure 4.1: Map of Liz’s Story
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Liz’s Narrative
Liz was seated in the KBC homeroom and looked as uneasy as the other students
on their first day at university. The icebreaking activity was to introduce
themselves to the other twenty-nine members of this KBC cohort.

It was Liz’s turn. She rose and stood upright. ‘My name is Liz. I am eighteen
years old. She lifted her right hand and turned slightly to point out the window to
the mountains west of the university, ‘I live west of here’. She turned her eyes
back and slowly lowered her arm and continued. ‘I finished High School last
year and I teach dance several afternoons a week ‘I decided to become a primary
school teacher, because I enjoy teaching dance, I enjoy children and its all I want
to do’. In a graceful and controlled movement she lowered herself and sat back
down and resumed her position with the other students seated around the table in
this crowded room.

As the day progressed Liz approached me to ask if she could be part of this
inquiry: ‘ I am interested in what you are doing and would like to help you. I
enjoyed my time at school and would like to talk about it’. I recall as she walked
away, that she was very courageous to offer to commit herself to my project on
the first day of her teacher education program. During the next week she spoke
openly about her primary school experiences, family, home, and dance lessons.

Separated by a table, tape recorder and note pad, we began our first recorded
interview. I asked Liz to tell me about her family and where she lived.
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She began:
Well I am the oldest child in the family. I have a sister one year younger
and a brother two years younger and we are close. We are interested in
each other and we get on. My sister, brother and I live with our parents in
a town west of Sydney. My family moved to this area when I was young
so that my sister, brother and I could go to the local school. My parents
are both teachers and know about these things.

(March 17 2003)

Being acquainted with her hometown enabled me to talk about the geography
and ask about the location of her home.

My home is in a development, sort of to the north of the town. The town
has got bigger and there are housing developments all around. I live near
the airstrip. People often ask if the planes bother me. I suppose I am used
to them. I have lived there most of my life. I like where we live.
(March 18 2003)

Liz also told me that she had done well at school and liked to work hard. She
stated that ‘at times my parents had to stop me from doing homework, because I
like to work hard as I am a hard worker’. She told me during this conversation
that she knew what schools were about because both her parents were teachers
and they spoke about schools and school issues.

Oh! They talk about it all the time. From the time they get up to the time
they go to bed. They would talk about issues at school. They were at the
same school and talked about that one school. That is why they changed
schools. Now they talk about two different schools and the issues at these
two schools. The talk is positive. It is just always of schools.
(March 18 2003)
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Repositioning her body, she continued:

We always eat meals as a family, together at a table, talking and listening
to each other. I have a special family relationship; we socialise, we play
golf, tennis, or exercise together. We often get together with the wider
family for meals. I don’t see many families doing things like we do. I
have a good relationship with my whole family.

(March 18 2003)

As she broke from this reflection, I asked her: ‘Why do you want to be a
teacher?’ In an immediate response, she looked straight at me.

Oh! I decided to be a teacher when I was very young. I didn’t consider
anything else. It is all I want to do.

(March 18 2003)

As the days passed, Liz and I took the opportunity to sit in a quiet area during
some of the lunch breaks. During these times I was able to ask if she could tell
me about her past school memories. She spoke openly and happily about her
school experiences. She stated, ‘I loved my primary school. I was convinced that
my teachers were my friends. I’d hold their hands, hug them and we’d walk
along together’.

I remember feeling settled as I spoke to her. I didn’t need to add many prompts
to the conversation, as it seemed to develop freely. The experiences she shared
included a mixture of recounts of classrooms, rainy day routines and strong
positive primary school memories:
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I loved my primary school classrooms because they were always so
bright and colourful. We had lots of really large classrooms. I remember
the classroom configuration and how the tables used to change patterns. I
suppose it was to trial what worked best, but to us it was just fun,
because every few weeks we’d walk in and it would be different.
(March 19 2003)

She stopped and laughed. Aware of the time, I needed to continue, so I asked:
‘What else do you remember about being a student in a primary school?’

Oh well, there was a space where we sat down, usually right at the front,
near the board, so that if we needed to use the board, it was right in front
of us and there weren’t tables in the way or anything. There were lots of
cupboards and we were supposed to put things back after we’d use them.
We had a lot of outside space. We had large areas to play in and we could
run around on the grass. Rainy days meant we had to stay under the
shelter. I remember everyone would sit down and we’d eat in the
classroom. We had a routine for the rainy days. The days were referred to
as ‘A Rainy Day’ and ‘B Rainy Day’ or something. ‘A Rainy Day’ meant
that we stayed inside the whole time, the whole of lunch and we would
just play with things that were in the room, like the toys. You could read,
you could draw and the teacher would just cater for that. ‘B Rainy Day’
meant that you just had to stay under the shelter in the weather shed. We
had weather sheds and you’d just kind of sit around and talk. You
couldn’t go onto the grass or anything on rainy days. I remember many
more things about primary school. It’s just like yesterday.
(March 19 2003)

When asked about the extra curricula activities that she participated in Liz talked
excitedly about her participation in a variety of activities and of the positions of
authority that she held during this time.
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I was school captain, library monitor, in the SRC and choir. I was in
school sports teams and the dance group. I did everything. Not the band,
I can’t play an instrument. There were always special jobs to do. There
was assembly duty, reading out awards, sport, weather-shed duty, or
taking something around each morning for the teachers to sign. Within a
classroom there were special jobs for people to do. I remember in
Kindergarten the teacher would say it is someone’s day to do all the jobs.
I remember because I used to get my work done, I would do my work
well, then I was always the person that got asked to do the messages.
(March 19 2003)

Liz, being a strong, confident person, tended to speak of the good things she had
experienced, I was curious to see if she had memories of some of the not so good
experiences.

Oh! No not so much, I was a very friendly person. I just remember that
the girls in the older grades used to, in a way, pay me out about of my
dancing. I was a dancer both in school and out of school and I would
always get chosen to go up on the stage to do a dance. I think it was more
just a jealous thing, but I think I just knew that, because I had gone home
once to mum and talked about what these girls were saying and she’d say
they’re just jealous of you. I knew that. I didn’t experience bullying or
many negative things.

(March 19 2003)

On another occasion she spoke of another not so good memory.

I have one negative memory of school. I remember getting in trouble in
Kindergarten for handing out something at the wrong time. I didn’t know
when to do the job, so I just did it and got in trouble. This has stayed with
me.

(March 19 2003)
137

Chapter Four: The Findings

Liz has had the opportunity to teach dance in her local dance school for a
number of years. This seemed to be more than a passion for her. It has provided
her with a great opportunity to experience the responsibilities of teaching
children to learn a physical discipline.

I teach little children how to dance. It is so much fun. They are so cute.
Dance teaching is very similar to school teaching, but most of the kids
are there because they want to be. As a dance teacher, I have a set
syllabus to teach and set technical requirements that each child needs to
fulfil to be able to move up to the next grade. I have to be organised. I
need to plan my lessons, have resources ready, the music, scarves,
horses, wands and other things. I also use rewards such as stickers, and
stamps. Classroom management is essential. There is a roll to mark and
things to do. It is not as full on as classroom teaching, but it has prepared
me well. I have had to deal with children that are far less independent
than Kindergarten. Managing a class of 16 three years olds, is very
difficult. I have had to deal with wet pants, sick children and badly
behaved, undisciplined children and difficult parents! There are open
days, examinations, and reports to write.

(March 24 2003)

Throughout the KBC discussions, Liz spoke confidently about her school
experiences and expressed a mature understanding of the function and role of
schools in our society. During these discussions she articulated her
understanding of the function and use of ‘syllabus documents’, the variety of
‘teaching strategies’ used to motivate learning and ‘reward systems’ that she
remembered being used to encourage her actions. In each presentation of
knowledge she always maintained a posture that indicated that she was self
assured and confident in what she was shared.
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Liz’s first mandatory School Based Learning (SBL) came on the third week into
the course. She was placed with four other preservice teachers in a northern
Illawarra public school. Liz was positioned with an experienced teacher on a
Kindergarten class. For the first few days of her SBL she made observations of
the school environment, classroom organisation and made the following
comparison between this school and her past school. Her accounts of past and
present follow:

In the KBC homeroom, I pulled my chair up to join Liz’s SBL group, so that I
was a part of the group discussion not isolated from it by distance or blocked by
the students’ seating positions around the tables. I observed Liz and the others
talk about the first two days of their SBL and recorded as notes and on tape what
Liz shared with the others. Liz sat opposite me in this group. She was relaxed,
and cradled a pen in her hand as she listened to the others tell of their
experiences. Every now and again she would move her head up and down in
confirming response to one or two of the comments. At one point she asked a
question to clarify what must have been a grey area in one of the other
participant’s conversation. As one of the mature members of the group finished,
Liz took her turn. She put the pen down and leaned forward, pressed her body
firmly against the table. In a clear voice she shared what she had seen, what she
felt and compared these new school images to the memories of her past.

Because I finished primary school a few years ago and because it was a
very pleasant experience, I have a number of memories associated with
my past schooling. There are similarities between both, such as the
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structure of the buildings and how they are laid out. I noticed that there is
an interesting mix of children, both good and bad students. What is of
more interest to me is that the school is too big for the assembly area. I
was told that they are getting a new hall and it will be big enough for
them all to fit in. This hall will be finished in August.

Looking around then continuing:

I remember the routines and the rules that were in place, when I was at
school, they were drilled into me and have became habitual behaviour.
Things like when and where to eat, wearing a hat and revising my work
at home in the evening.

Things haven’t changed too much in the

schooling world since, and a lot of the same routines and rules apply at
this school. I was surprised that the children here don’t have many places
to play. There is only a small grass area. At my old school we had lots of
grass areas, enough for everyone to play on, not like here where the
classes take turns. Something else that is interesting is that the extra
curricula activities are done during school time. Ours were done before
and after school and we didn’t have as many to choose from.
(April 7 2003)

She stopped, sat back in her seat and continued to listen to the other students
share their stories and observations of this host school and its environment.

During an interview in the following week, Liz shared with me her thoughts on
whether her family situation had helped prepare her for what she was seeing in
the classrooms.
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Oh yes! I was not surprised by too much of what I saw in schools,
because I was brought up in a very school-orientated home. I was aware
of the range of children I would encounter. You see, I think the ability to
teach is in my blood! I have heard my parents discuss issues at home, and
was interested in how they dealt with certain situations, so I listened.
Interestingly, my parents never used the student’s names. I suppose that’s
part of being a professional teacher! I think that my parents sometimes
use their teaching management techniques on my siblings and myself. I
guess that the fact that I have been brought up understanding both sides
of the school, the students and teachers and the fact that all my life I have
been immersed in teaching, I was prepared for schools. I was aware of
how to deal with kids, knew what to expect and I saw what I thought I
would see.

(April 14 2003)

Curious to see if she had thought about what a good teacher was, I posed that
question. Her response is as follows:

This is difficult to answer because I am still learning what a good teacher
is. I suppose a good teacher in my opinion is someone who creates a safe,
comfortable classroom atmosphere so that good learning can take place
and students can work to their full potential. A good teacher needs to be
able to manage the class, rather than control it. A good teacher has a
relationship with their students that are seen as professional, but the
teacher is also seen as approachable, friendly and easy to relate to. A
good teacher is aware of their strengths, which they use to their
advantage, and yet are also aware of their weaknesses. A good teacher
wants to work towards becoming the best teacher they can, and hence
work on these weaknesses so that the individual can become a better
teacher. A good teacher makes the effort to really know their students, so
that they are able to deal with children who need to be given special
attention. A good teacher is prepared, consistent, fair, organised and
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reflects. A good teacher knows that there is more to teaching than just
teaching students content- a good teacher sees teaching as a holistic
thing- they want to pass on information to children so that they will
develop cognitively, physically, mentally, socially, emotionally and
spiritually. I think I could continue on forever with this question- you get
my point?

(April 14 2003)

Taken back by the maturity and the depth of response to this complex question, I
stumbled a little, then asked with curiosity: ‘Do you think you will you be a
good teacher?’

Oh! I really hope that I will be. I know that I will never be perfect, but I
know that I will always strive towards being the best teacher I can.
(April 14 2003)

During her association with the Kindergarten class and the teacher, she
commented on having learnt to ‘act’ and ‘play the game’ so that her manner was
satisfying to this teacher. She commented quietly to me:

I don’t feel she likes me. I know things. This experience is not new to
me. I have decided that I will ‘act’ how she wants and ‘play the game’. In
this situation, I question the term ‘mentor’, when associating it to this
teacher’s actions.

(April 21 2003)

In a later discussion she confirmed that she was feeling more accepted because
she was doing what she believed the teacher expected her to do. She stated, ‘I do
what she does; I use the same cues and follow the same rules. Sadly in some
sense I mimic her. I feel we are getting on better, because of my actions’.
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As the weeks continued the students were asked to closely observe the classroom
teacher’s strategies and focus on the literacy and language component of the
class curriculum. Directed by the focus question ‘How does a teacher develop a
life long love of reading?’ Liz’s group began to share their observations.

This time the small groups were selected randomly and comprised a mixture of
KBC students. The signal was given to make the formation and begin the task.
The group Liz was assigned to gathered around the table at the front of the KBC
room, they came together and fell into their seats. As the books and pens were
thumped down, Liz took the lead and began the conversation. She talked about a
Bible Society video she’d seen the previous evening. She told of an illiterate
woman in an undeveloped country in Africa, who had taken her young child to
the doctor. She addressed her concern that there is a need to be able to read in
ours and other societies.

This lady in the video had to take her son to the doctor because he was
very sick. This boy’s mother couldn’t read. The doctor gave her the
tablets for the sick boy and she had to memorise the medication that her
son needed to take for his illness, like how many tablets he needed to
take. Her son could die if she gave him three tablets instead of one.
(May 5 2003)

She paused, leaned forward and looked around. Everyone was listening, but no
one responded. So she continued:
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Reading is so important. This was overseas, but some people slip through
the system here. It must be so hard not to be able to read. Our society
expects people to be able to read. Computers, magazines, newspapers,
forms and other things are all developed assuming people can read.
Reading is absolutely everything. I remember always having books to
read at home and people to read to me. We were encouraged to read at
home and at school. I find it hard to believe that with so much put into
reading that some people can’t read. Just look at school. There is a
library, Reading Recovery, Home Reading, Group Reading, Teachers
Aides and much more, because some children find it hard to read or
aren’t exposed to the positive need to read.

(May 5 2003)

As she trailed off, the group sat in silence for a short time. Liz sat back into her
seat. She appeared to reflect on what she had said as she focused her sight on the
sidewall to look beyond the group. Liz returned her attention to the group when
someone made a comment that confirmed that people do slip through the system
without being able to read for whatever reason. Liz added ‘I remember the
session BC did on the Conditions of Learning. They have something to do with
developing life long literacy learning’. Another member of this group said, ‘I can
only remember some of the conditions, for example; immersion, demonstration,
participation, and responsibility’. Another member asked: ‘Is another one
engaging?’ As these questioned were posed and addressed, I didn’t record the
response. Liz began talking to the person next to her about the Kindergarten
class she was on and how she had observed the teacher engaging the children in
reading and writing activities.

Oh at the moment, my teacher is reading a lot of books about
grandparents that they can relate to. If they can read books about
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grandparents and they can relate to that, they can then relate that book
and can tell stories about other things. My teacher also got the
Kindergarten children to write an invitation to come to grandparent’s
day. The teacher made the cards before hand and she asked the children
to write on them. They put their name on it and drew a picture. She got
them to engage in the activity by making them think that they did it.
(May 5 2003)

The discussion developed and each person seemed to add they had also seen or
heard the teachers in the schools engage the students in some form of reading or
writing activity. These included shared reading of picture or serial books and
writing tasks.

Liz stated that she would like to share something else that her teacher does to
encourage a love of reading. She began when the conversation quietened down.

A thing my teacher does, is that she uses reading as a reward. The fast
finishers get to read a book. She hates teachers who set up toys rather
than getting them to read. I think it is good that she uses reading as a
reward, not just as a learning activity.

(May 5 2003)

This received a few comments such as ‘wow’, ‘what a cool teacher’ from one of
the young males in the group. As this declaration ended, chatter erupted and
everyone talked over each other, discussing teaching strategies, classroom
management techniques and other significant things they’d seen in the
classroom. Chairs, bags, and books moved as the small groups were asked to
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reform into the large group again and share what they had been discussing. In
these few moments of chaos, Liz came up to me and quietly said,

I think that my memories of teachers from primary school have affected
how I observe things in the classroom and how I teach. I think the
teachers are amazing. There are teachers that use techniques that I loved,
and some teachers did things that I hated and therefore I won’t do these
things when I am a teacher. I have never seen her sit at her desk in the
class to do work. She was always wandering around.

A negative

example is – ripping work out of their books if the teacher didn’t like it.
This most definitely challenged my image and idea that teachers are
supposed to develop a life-long love of learning. Not destroy their work
efforts because they are wrong or untidy.

(May 5 2003)

Challenged and reflecting on the session, she walked away to join the extended
group, wiping a tear from her eye as we parted. Moving away to reflect.

During the following week Liz sat posed, beautifully balanced on her seat, her
arms rested gently on the table, with her back straight. The years of ballet were
evident in her posture and body gestures. This posture and her control, prompted
me to ask: ‘Do you think teaching dance has helped with this school based
learning, and dealing with the multiple tasks that a teacher has to perform in any
one day?’

Oh Yes! Certainly! As my mentor teacher pointed out, I already have
class management and planning down pat and I know that my experience
in dance teaching enabled this. I also know that I am ‘a few steps ahead’
of some of the other people in KBC with regard to this area of learning to
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teach. I have done a training program very similar to this for dance
teaching. However, this is not to say that I have learnt nothing during this
practicum, I have learnt more than I ever imagined.

(May 12 2003)

During another small group discussion, the students spoke about classroom
management, boundaries and rules of operation. The conversation was started
off by one of the mature students who commented that: ‘we arrive at school in
the morning and everything is set up, the reading books are ready, the stencils
are in piles. The children come in, pick up a book, move to their desk and begin
reading. It is like they are programmed. It is amazing’. Liz replied to this
comment and stated:

As a teacher, rules are very important from day one in a classroom. They
help to establish what students can and can’t do, set boundaries, and set
expectations. However, teachers need to be consistent with these rules
and constantly refer back to them so that they can be reinforced and
understood. Routines are obviously important, but interruptions often
occur in a classroom, so the routines are then hard to keep to. I think
routines are comforting for children, particularly special needs children.
They help to create stability in a classroom. In Kindergarten there are
things they can’t do, like fidget and fiddle. For my first lesson, they knew
what their boundaries were. After a few minutes into what I started to do,
one of the kids started to muck around. So, in no time, he was moved and
sat at my feet. That was it, no one else dared to challenge me. I was able
to say that’s an example of what is going to happen if you’re going to be
like that. I set the boundaries at dancing too. I was taught by my dance
teacher to do that. You know, my parents use their teaching strategies on
my sister, brother and me. You know we are well disciplined we never do
anything wrong. Really! We know if we did, there would be

147

Chapter Four: The Findings

consequences. At home and in the classroom it begins with ‘that look’
and ‘that voice’.

(May 12 2003)

One of the male students stated that he had noticed that in each class the rules
are different. ‘One example is the different ways the different teachers get the
class attention. Some stand out the front and clap, some stand there in silence
with ‘a look at me face’, others use ‘that voice’ like Liz said, while others say
things like ‘pens downs, up straight’. I find the differences interesting. I was
wondering if they are using the things they learned on their SBL or whether they
just tried different things over the years and just do what they feel is best for
them’. Liz had been drawing on a piece of paper. She stopped looked up and
responded.

Both. They would do what they know and they would try other things
that work. In Kindergarten the teachers use rhymes to get the kids
attention. Like this; ‘When I open my eye I hope to see; you looking at
me, sitting up straight as straight as could be’. Then the teacher would
hold out a finger to show how straight the kids had to be. The kids would
be perfect. Oh, another time, the teacher would turn around and say, by
the time I count to 3, everyone should be sitting still. You know like
magic they would be perfect. They respond to these games. I couldn’t see
these kids responding to pencils down, looking at me.
(May 12 2003)

They all laughed politely at Liz’s role-play, and then began private discussions
on attention getting strategies. Noting what would work in Kindergarten, and
what would work with the older children in year six.
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Liz commented during another discussion that she was now more aware, that
boundaries are used to maintain order, ‘keep the children on task’ and provide a
‘positive learning environment’. During this exchange of ideas she stated:

I noticed that all the activities are controlled by time. Boundaries and
time are very important. I hear things like ‘you can’t waste time’, ‘you
don’t have much time’, ‘you took too much time’, and ‘it is time to
finish’.

(May 19 2003)

She invited the others to add comment. A few mentioned the time wasted during
‘house keeping’ activities, another commented on the rules that control the
activities, and another indicated that ‘too much noise wastes time’. Liz listened
to the responses, then interjected.

The Kindergarten kids can waste so much of your time. They are always
coming up to you, going ‘ I have a headache’, ‘I have a sore foot’, ‘ I
need the toilet’, I need a drink’. My teacher says that all these things take
time away from the teaching.

(May 19 2003)

During my weeks of observation I had observed Liz spending her social time
with the members of her school group. They stayed together during coffee and
lunch breaks, to talk socially. I was often included in these conversations and I
learned about the boyfriends, birthday parties, tennis matches and the trips to and
from university. Liz commented:

I enjoy this group. We have developed a trusting relationship with each
other. This is important, because nothing prepared me for shuffling back
and forth between KBC and school. In schools I am an ‘associate
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teacher’ and in here my position is that of a ‘student’. I have to keep
changing my stance. I have to keep changing my hat, so to speak. This
group makes that transition a little easier, because we are teaching in the
same school environment and learning about teaching here together. We
have common experiences to talk about.

(June 2 2003)

Towards the end of the semester I asked Liz about her interactions with the
wider KBC group and whether she felt that her association with the wider group
contributed to her learning. Interestingly her body stiffened. She hesitated, then
put her head onto the side and slowly answered.

I’m not too keen on some of them. I haven’t found I learned a lot from
the big group because they seem to get stuck on things that I think are
commonsense. They repeat questions, and ask for clarification of things
that I feel they should have learnt by now. I also haven’t got too involved
with them socially, because of the bitching and conflict. I don’t like that
sort of thing.

(June 2 2003)

Her body was still stiff as she turned to walk away. She stopped, turned and
asked to clarify what she had said. Liz explained that she would often sit in on
the KBC sessions and listen as the same students asked the same sort of
questions each week. She provided an example:

Questions like: ‘How important is it to engage the children’s attention
before you start a lesson?’ I would sit and think that this is basic. Why
ask that again and waste time? Other questions focus on the need to vary
teaching strategies and how to deal with behavioural problems that are
obviously unique to that school. Often they publicly raise small group
issues and open them up for public discussion, which I feel breaks down
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the group structure. I often silently ask myself: ‘Where is their common
sense?’

(June 2 2003)

She paused for a moment, looking uncomfortable with her open comments, then
continued:
So, because of this and a few comments about me as a person, I choose
not to associate very much with the wider group.

(June 2 2003)

She addressed me and asked me to confirm whether I had noticed if her action to
remain isolated had been observed by the others. I assured her that she had been
discrete and gone unnoticed by me and possibly by the others. As the
conversation continued I asked: ‘Do you think your family-school background
has provided a deeper understanding of how schools function and do you feel
this has given you an advantage during the whole group discussions?’ After a
moment of reflection she said:

I suppose so. I have talked the talk before. Some things asked are basic to
me. I was not surprised by too much of what I saw in schools, because I
was brought up in a very school-orientated home. I was aware of the
range of children I would encounter. I think the ability to teach is in my
blood! I guess, that the fact that I have been brought up understanding
both sides of the school and the fact that all my life I have been immersed
in teaching, I was prepared for schools, was aware of how to deal with
kids and knew what to expect.

(June 2 2003)

This conversation was terminated as some of the other members of KBC came
into audible range. We redirected the conversation for a short time. During this
period, I asked some of the other students: ‘Why did you want to become
151

Chapter Four: The Findings

teachers?’ Liz sat and listened to the other comments. She confirmed their
responses by nodding and acknowledged the phase; ‘I want to work with
children’, ‘I enjoy being in a school setting’, ‘I want to see children grow and
learn’. Her reply was:

I didn’t consider anything else. It will be satisfying seeing the students in
my care achieve. It is also a job that in ten years time, if I am married
with children, I can take leave and do causal work and be a bit flexible. I
know I said I know about school, but I do see school and teaching
differently now. I have a different understanding of what it is to teach. I
see a good teacher as an effective teacher, one who is prepared, who
cares for the children and one who stimulates an interest in learning.
(June 2 2003)

This concludes Liz’s narrative; the findings extracted from Liz’s story will be
discussed further in Chapter Five.

The narrative constructed for Kim now

follows.

Kim
Summarised Introduction
Kim, 30 years old, married with two small daughters aged 3 years and 18 months
and lives in an urban area on the southern fringes of Sydney. It was after her
second child was born that she made the decision to become a qualified primary
school teacher.
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Kim’s movements were relaxed, yet controlled. When seated she lent back in the
chair, leaving her hands at rest on the table. She appeared to gather her thoughts
with her head lowered, so that she looked down in front of her. When she
responded to a question, she leaned forward and pointed her finger at the other
participant. Her voice, which was relatively deep, had an energy and excitement.
She was articulate, and frequently paused during conversations to consider ideas
before making her point or to recount the details effectively.

Kim acknowledged that she was one of three children and had grown up in a
Catholic family. She described her father as ‘firm’, the one who controlled the
household. As children, they had to obey strict rules, as there were
‘consequences’ for bad or disobedient behaviour. Her mother was described as
the nurturer, the one who listened as a confidante to the social activities.

Kim attended a Catholic primary and high schools close to the family home and
claimed that she enjoyed her time at school, but has few memories of her
experiences. She confessed that she was intimidated by the questions about her
past school memories ‘as it was a long time ago’. Kim left home at the age of 21
and worked in office jobs in Sydney. Her reflection on this time conceded this
period as being demanding and requiring long hours of dedication and
commitment.

Kim acknowledged that she has been married for a number of years and sees the
relationship she has with her husband as being different from that of her parents.
Kim observed that she makes most of the decisions regarding the children and
running of the house.
153

Chapter Four: The Findings

Past

Family

School

Community

Primary
school
years

2 parents

Local Catholic P.S.
K-6
Southern Sydney region

I had a lot of friends.

age range
5 – 12 yrs

Two sisters
Family lived
same house all
school life
Father authority
figure ‘firm’
controlled and
disciplined life.
‘..you will not.’.

No real memories of school
activities

Social activities shared with
extended family.
Restricted by family rules.

Teachers were teachersenforced rules and taught
14 girls in school
Boys and girls separated.
Strict rules of conduct
Small student population

Present

Family

Good behaviour equalled
success.
SBL

March
2003
To
July 2003

(Parents and
sisters)

North Illawarra P.S.
Mentor’s class mid primary.

Attendance, participation
excellent.

Married
Two daughters
(not school age)

Mix of old and new
buildings – computers in
classrooms. Confronted by
historic buildings being
used as IT centres.

Because of time, activities
restricted to SBL – little to no
connection to wider KBC
groups other than Monday
sessions.

Teaching is being in
‘control’ of behaviour and
learning.

Out of university
commitments meant she had
to utilise time to achieve
learning tasks.

Lives in South
Sydney area
Worked in
office
administration
prior to
university. (high
level
managerial
position)
She sets rules in
her house and
enforces them

Time – management huge
focus of all learning
activities.
Crusade to help less
fortunate children – because
of ‘the system’

KBC

Discussion points articulated
well – generally seeking
information and clarification.
Focused on behavioural
issues, time and classroom
management.

Figure 4.2: Map of Kim’s Story
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Kim’s Narrative

In the opening sessions, in the first week of university, Kim introduced herself to
the extended KBC group in simple terms stating: ‘My name is Kim, I am
married and I have two small girls. I travel to university from Sydney’.

Kim consented to be a part of my project because she wanted to help me. As the
weeks passed I noted that each Monday, Kim would arrive at university, casually
dressed in a tee shirt and long pants. Each morning she would routinely walk
into the KBC homeroom through the first door, the door with the sign that
indicated that it was a mobile phone free room. She would manoeuvre her way
through the paraphernalia in the room, smile and chat as she stepped over bags
lying on the floor. She would routinely place her things in the same spot at the
same table each week.

Seated together at the back of the KBC room, Kim talked about her past family
life. She described the intrinsic and extrinsic boundaries established by her
parents that had been maintained through the strong bonds of loyalty and respect.

She began:

I was brought up in a firm household with my parents and two sisters.
My father would sit us down and he would say ‘you will behave like this,
and you will act like this’. That’s my dad. Firm! You know when I was
old enough, I would go out to some nightclubs and my dad would say be
home at 3am. The nightclubs closed at 3am, so I would question whether
I could be home at 3.30am so that I didn’t have to leave earlier than the
155

Chapter Four: The Findings

others. No! Would be the answer. So I would just do what I had to do. I
wasn’t allowed one sip of alcohol past my lips until I was 18. He would
say ‘it is illegal’ and that was it. It was hard when I was 17 and I was out
with all my friends at parties and I wasn’t allowed to join in. Not even at
New Years Eve when everyone had a glass of champagne. Rules are
rules and I learned the consequences of not keeping them.

(March 17

2003)

After a short pause, she continued:

I had a different relationship with my mum. I told my mum everything.
On Friday nights she would be waiting to hear what happened, she was
interested in sharing my experiences. But she would not stick up for me
in an argument with my dad. She would go along with my dad and what
he wanted. I suppose that is a generation thing. Being submissive and
subservient. They were first boy friend, girl friend. They met at 16, and
married young. That is not what it is like in my marriage. I know what I
say is it. My husband goes along with my ideas and me.
(March 17 2003)
In the first weeks of university I noted that Kim seldom joined in discussions
that focused on past school experiences. She appeared to listen to the stories told
by the other KBC students such as ‘that special teacher’, ‘the reward systems’,
‘individual success in the classroom’, ‘success on the playing field’ and of the
books they remembered reading as beginning readers.

Together, we talked about the transition she made to come to university, of
leaving full time work, arranging day care for her two young girls, and travelling
for an hour to Wollongong from Sydney. She made the comment, ‘I expect
teaching to be like being a mother. If it is, I will be under control’. We also
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talked about how she had overcome the confusion of learning university jargon,
prioritising university assignments, and the expectation of being in a learning
community.

I thought I had prepared myself for university. I understood there would
be a lot of work to do. However, I wasn’t prepared to learn a new
language on the first day I arrived. Anagrams and abbreviation where
normal conversation to you people who knew the environment. I had to
learn what CRC, E-learning, Online learning, KLA and what pedagogy
meant. I am slowly getting to understand these and the many other
specific university terms, used in conversations. I hear the others use
them. This both encourages and challenges me. I have to also say it was
overwhelming to arrive on the first day and be handed booklets that
outlined all the assignment tasks. That meant getting my home life
organised. I have noted the due dates for assignment tasks on the
calendar at home and discussed my commitments with my husband. It
has been ‘on your feet learning’ in these first few days. (March 17 2003)

During another conversation in the first few weeks of her university attendance, I
asked Kim to tell me what she remembered primary school to be like. I noticed
her body tense as she replied.

I’m thirty, I went to primary school 20 years ago and to be honest, I don’t
remember what primary school was like. This question has come up so
many times here and at home, and as hard as I try I can’t remember. My
sisters often say: ‘Do you remember this or that? I just don’t remember
and I would simply say that I don’t have any recollection of that
incidence or share your memory.

(March 25 2003)
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She came to an abrupt stop, sat at the table, and quietly reflected. After a short
pause, I asked: ‘Can you describe your primary school?’ Her reply was concise.
‘Only Briefly!’ I could see from her body language that she was uncomfortable.
She stood up and turned to walk away, she stopped at the whiteboard and tapped
on it with the pen in her hand. As she turned back she said: ‘There weren’t issues
or problems at school, I just can’t remember particular incidents’. She then
proceeded:

The school I went to, there were 14 girls in the whole school. Yes there
were only 14 of us. It was a Catholic primary school and there was a
girl’s playground and a boy’s playground. Girls played with the girls and
boys played with the boys. No interaction with boys what so ever, right
up until 6th grade. So everything seemed nice and we all got on well.
There wasn’t the ‘I’m your best friend’ thing that happens with girls in
school today. There were no special needs children, and there was no
bullying. The closest thing to bullying was, asking the two girls who
liked to play by themselves, if they’d join in a game. They didn’t join us.
So we let them play by themselves and just accepted that was what they
did and who they were.

(March 25 2003)

After a short pause she continued.

I remember that having good manners contributed to success in my
schooling. I remember the playground layout. I remember what I wore.
But I don’t remember how we were taught to read, or spell or any of
those things.

(March 25 2003)

During the third week of the semester, Kim was placed with four other
preservice students into a host school north of Wollongong to commence her
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SBL. As with the others, Kim was entrusted to a mentor teacher. For the nine
weeks of the practicum she would be associating with this teacher and her class,
to develop a professional knowledge of the school culture and observe teaching
strategies. Her first impression was that of shock:
The heritage-listed building within the school grounds are used for the
computer studies classes. What a contradiction and clash of culture! How
could they do that?

(April 7 2003)

After her first week in the year four class Kim told me: ‘I did what BC and
Noreen asked. I became an anthropologist. I sat at the side of the room and
watched and noted what was happening’ (April 7 2003). There was comparative
excitement in Kim’s voice as she began to share her observations. She sat with
one hand on her waist and the other freely moved in the air.

A pin could drop every lesson. The way the teacher controlled the class
was amazing. She would stand out the front and say ‘get your books out,
turn to page 34, do your work, when you have finished that, do this,
when you have finished that, get out this. She would get through this list
of activities. The noise never got above a whisper. If they got carried
away, she’d say ‘stand up whoever is talking’ no one would, of course. It
was good to work in that environment. It was also as neat as anything. I
reckon the children react better if they walk into a tidy class and
everything is in order. I noticed that it is easy to focus them. My teacher
is also big on manners. She says that manners and social rules have to be
followed. Expecting them to say ‘excuse me’ is the tip of the iceberg.
(April 7 2003)
The following week, the KBC students were asked to sit in randomly formed
groups to talk about the ‘classroom management strategies’ that they had found
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to be effective in their assigned classrooms. Kim’s group, sat together. They
began to share insights with each other, I noted in their dialogue references to
‘my school’, ‘my teacher’ and ‘my class’. Kim too spoke in this manner and
indicated her personal connection an ownership with her host school and the
class she was associating with.

A thing that amazed me in my class was the extent of the organisation it
must take to set up. In the beginning of the year my teacher established
the rules, the layout of the tables, the culture and then worked to maintain
all these things plus the learning throughout the year. Another thing that
was surprising was how full my teacher’s day was. During the whole day
there are lists of things to do. While the children are writing, my teacher
took time to mark other work. She then moved onto something else. She
got a lot done.

(April 14 2003)

The others affirmed how the ‘my teacher’ they associated with ended lessons
with activities and games, making comments such as ‘my teacher’ has asked me
to read to the children and in ‘my class’ the children get given lollies and stickers
while in ‘my class’ the children are motivated to learn many things.

In the following week the group Kim was in were seated crowded around a table
talking about ‘ah ha moments’ during their time in schools. Kim began:

My teacher dug up a program that was written up for the whole year. It
seems that Human Society and Its Environments (H.S.I.E) is used to
drive the theme and the planning of this program.

(April 28 2003)

160

Chapter Four: The Findings

Liz added. ‘I have noticed that too. Not that I have seen a program. But I have
seen the things in and around the room that look like HSIE work’. They each
briefly talked about programs, planning and theme activities. Kim continued:

I have also noticed that my teacher tends to look at the positives things in
the class and rewards them. She will walk over to someone being good or
working well and acknowledge them. I see her giving them immediate
praise.
As Kim talked about her classroom experiences, BC stood close to the group and
looked on, while Jane coloured in a diagram in her notebook.
I saw my teacher’s plan for the day sitting on her desk and all the
resources for the activities were in neat piles next to the desk ready for
the students to do. As the day went on she left things out.

In the

afternoon we talked about this. She said that this was because there were
other unplanned things happening in the school that day. Things she
couldn’t avoid, like that special assembly.

(April 28 2003)

With a look of triumph she said:

What I think is that I have been put with the best teacher and now
mentor. I see how teaching is about time management. To me we need to
have a formal syllabus in time management. To me the key learning areas
and time management are equally important. You are not going to get
through the syllabus if you don’t have the time. This whole setting up of
your classroom relates to time management, the way the kids get through
the door and get to their seats. If it takes an extra one-minute, then that is
a one-minute that is lost. Time is everything. It is how clean their tables
are when the class finishes a lesson, to where the book is to start the next
lesson.

(April 28 2003)
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Later that day Kim continued to share her insights with a group with in the KBC
homeroom.

In some rooms I have seen the books and work sheets piled everywhere,
whereas my teacher has got books and work sheets lined up all in a neat
row under the board. It is just that, all of that comes into time
management. I have noticed that my teacher churns through these lessons
and has time at the end of the day to do something fun with them. So the
children are getting a mix of things. They are doing all their lessons, they
are doing them productively, they are not missing out and they are
getting some fun, because of her time management. She is fantastic and
through observing other classrooms, her time management is amazing.
(April 28 2003)

As the weeks continued, the students were asked to closely observe the literacy
and language component of the class curriculum. Kim shared with a small group
‘I have been doing the (textbook) readings and can identify that reading is
gaining meaning of a text’. She then proceeded to explain what she had seen in
one of the classrooms.

I have been observing in the Kindergarten class, how they are learning to
read and write. I have noticed that every time they do a picture, the
teacher writes their name on top so that they understand that print relates
to them. They then relate, that the squiggle, being the print on the top of
the page, is their name. This gives print and their name meaning.
Learning to read cannot be any more life long than that. (May 12 2003)

One of the KBC students, a young male, added that he noticed that the
Kindergarten children make lots of circles and sticks as they attempt to write.
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And after what Kim had just said, he was now aware, that it isn’t until the
teacher relates those shapes to something and gives them meaning, like a name,
that they are learning to read and write. This discussion developed and each
student added that they had also seen and heard the teachers in the schools
engaging the students in some form of reading or writing activity that gave the
words a meaning.

During another whole group sharing session, Kim sat quietly and jotted things in
a workbook as other KBC students shared experiences. They spoke about
helping with sport, doing playground duty, sitting in the staffroom and of
observing specialist classes for non-English speaking students. Kim asked if she
could address the group. She stood to the side of her seat then moved towards
the front of the room. Kim shared with the whole group, the satisfaction of being
involved in an activity that brought members of the local community into the
school, to celebrate Easter. She stood with her feet slightly apart, tilted her head
to the side and flicked her long dark hair back over her shoulder.

I think it is significant that the wider community has such an impact on
the school community. Not just the people that come in as speakers or
helpers in the classrooms, but other things like languages, cultures, and
the things the children experience outside school. They do bring their
home life to school. They share these in ‘news’, activities, celebrations
and how they behave. Listening to the others talk about their schools, I
see that the community outside school is as important as the community
inside school.

(May 12 2003)

She then returned to her table and resumed her seat.
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In the following weeks, the KBC students began to take lessons and experience
the challenges of teaching first hand. During one of the sessions where the
students shared their experiences, Kim told the whole group about one of her
lessons. She stood at the front of the room. BC stood a metre or so from her side.
As she began, she laughed, flicked her hair over her face, and then brushed it
from her eyes.

My class get a spelling list on Monday. This is done when I am not there,
so I don’t get to hear how my teacher introduces the words. On Tuesday
my teacher underlines a few words and they discuss them and then write
them into a sentence. She asked me to do it last week. One of the words
was ‘colonial’. I couldn’t explain what it meant. I knew it was a time in
history, but I couldn’t explain it any more than that. I stood there,
repeating ‘it is a time’. I got one of the children to look it up in a
dictionary, but the description wasn’t clear enough, so I could not explain
it. I had to ask the teacher if she could explain it and she did. She just
said that ‘it was a time’ like I had done, but she did it with confidence. I
then had to ask the class to put the word ‘colonial’ into a sentence. I
didn’t think that I could do it, that is, put ‘colonial’ into a sentence, so I
wondered if they could.

(May 19 2003)

BC asked, ‘could they?’
She smiled as she answered:
They did easily. They had been talking about early Australia and colonial
life. So they knew more about the word than I did. That was the first
word on the list. It really set the scene for the rest of the lesson. When I
began with the next word the children challenged me, asking if I knew

164

Chapter Four: The Findings

what it meant. I did, but I was still rattled by the first word. I got through
it all okay.

(May 19 2003)

As she took up her seat, BC invited the KBC group, to put ‘colonial’ into a
sentence. The most constructive response was from BC, who used it to describe
one of the local banking institutions.

A few weeks later, Kim arrived at university a little late, to find that as she
entered the KBC homeroom, the ‘special needs’ lecturer from within the faculty
was concluding a discussion on behavioural problems. Kim was clearly
disturbed about missing all of this presentation. As she sat down she leaned back
towards me and asked: ‘What have I missed?’ I pointed to the board where terms
such as ADD had been written and handed her my notes taken during the
presentation. As she skimmed through the notes the lecturer concluded the
discussion and moved out of the room. Kim turned and said: ‘I need to talk. I
need to ask questions. I need to find out things about the system. I am getting too
involved in a behavioural issue at my school’. Tears welled in her eyes as we sat
together and I let her talk.

I am getting too personally involved with the frustrations of the system,
because there is this teacher that has given up on this one boy. He is on
ADD medication, but I don’t think he is ADD. I think there are other
things. He misbehaves and gets sent out of the room and has to sit in a
room alone. This doesn’t help him change his social behaviour and all the
time he is out, he isn’t learning. The school has contacted the mother and
she makes comments like ‘I don’t care what happens’ (Kim’s very
emotional, teary voice). Why can’t the school system do something to
help? Sending him out into an isolation room and saying he is ADD isn’t
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helping him. It may make the classroom quieter for the others, but it is
sending him the wrong message. I don’t understand.

(June 2 2003)

Kim sat back in her seat and wiped the tears from her eyes. Her school group
gathered around and offered comfort as the other KBC students noted that there
was a problem, and moved out of the room to have lunch. We crowded around
the table. She made eye contact with all of us then began an emotional address.

I have got a real problem at school at the moment. I am getting too
involved. I am taking it personally and I don’t know what or how I am
going to deal with it. I don’t know if I can do it any more. It is not a
problem with the children it is a problem with the system. We have
classes for smart children and classes for the not so smart children. We
are benefiting those individual children. Especially those smart ones, if
they were left in class they would just be less challenged, but they would
still be learning and associating with the other class members.
(June 2 2003)

Elle added, ‘If the smart ones were left in the room bored, they would probably
muck up’. Kim, a little frustrated by the interruption, shrugged her shoulders
and continued her address:

Oh, what ever. Look, take this boy at school, his maths book is empty,
bar 3 pages. So in class he is not doing any work. So instead of having a
special class for smart children, why don’t we use that teacher resource
and get him out of the classroom and put him in a class that will
encourage him to learn something and take all the other troubled children
in there too. I know this is fully generalised, but this boy is not doing
work in class or in that empty room.

(June 2 2003)
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She looked around the group and proceeded:

So why should this boy be able to muck up to the point of stopping the
other 28 children from doing work, then get sent out? Where as, that
smart person, back in the classroom, isn’t stopping anyone else from
working!

(June 2 2003)

She took a moment to regain her breath, and then continued:

But instead we say to this boy, ‘go into that classroom. We don’t care
what you do in there, do nothing in there, what does it matter, you aren’t
doing anything at school anyway’.

(June 2 2003)

Jane added a supplementary comment: ‘By taking this boy out of the classroom
you are getting him into a more controlled environment’. Kim launched in
without hesitation and again with tears welling in her eyes proceeded to say:

Well yes, but no. With no supervision, in a room by himself, with
nothing to do, it is not controlling his behaviour or teaching him social
skills. But in the end what does it matter? Who cares? He is not doing
any work anyway. No one seems to care. Put him into that empty room
and don’t let him disrupt any body else. ‘Out of sight, out of mind’.
(June 2 2003)

The discussion finished abruptly as the other KBC students re-entered the room
as lunch had ended. Kim and the others remained in their seats, quiet and
unresponsive to the group discussion for the rest of the day.
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Kim was now on a crusade. She had become sensitive to the needs of the
disadvantaged in the system. She commented on incidents that she witnessed in
another class during the weeks.

I went into a class where the teacher was teaching a lesson. The teacher
said, ‘come in’. I sat and watched. I wasn’t really sure what I could do to
support her. So I sat and observed. I was surprised when the teacher said,
‘do your best work or I’ll rip your work up. My fingers are itching to rip
up your work’. I thought, ‘you bitch’. Excused myself as soon as I could
and left.

(June 9 2003)

Over the weeks the whole KBC group discussions included the themes: ‘lesson
plans’, ‘syllabus documents’, ‘classroom management’, ‘rewards’, and ‘good
teaching practice’. This week the discussion was on ‘what is a teacher’. Kim
didn’t spontaneously join in the discussion, she looked down at her workbook,
flicked through a few pages, pushed her seat away from her table and in a lapse
in the talk, she indicated that she wanted to join in by raising her hand.
Encouraged by BC to share, she rose to her feet.

A teacher is someone who, apart from teaching, is for a whole year,
maturing the children. I see that in a primary school child’s life, there is
the mother, the father and the teacher. The teacher has the responsibility
of bringing the children up for a year just as the parents do.
(June 9 2003)

She moved her body very gently from side-to-side as she spoke.
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So it is not just the teaching, it is ‘the everything’ in the daytime hours
for a child. A teacher is there if they get sick at school and when they
have troubles. A teacher is sometimes more than what the parents are if
the parents aren’t home because of work. So the teacher is the daytime
parent. How important is that?

(June 9 2003)

She stopped and in a surprised tone added:

I think I have just identified why I am finding the behavioural issues and
some of the teacher’s attitudes emotionally hard to deal with. I see a
teacher as a daytime parent, whether they like it or not. Yes, and I had
never thought of that until now. This job of teaching is huger than I had
previously imagined.

(June 9 2003)

She sat quietly, obviously considering this revelation as the others continued to
discuss the caring and nurturing elements of teaching.

The last week in KBC, in all its madness to hand in final assignments and do
group presentations for the school mentors and Faculty and Department of
Education representatives, Kim and I were able to sit and talk, for the last time.
During this interview, I asked ‘what have you learned about teaching and
schools’. The instantaneous reply to this question was: ‘A lot!’ After a short
pause, she developed this exclamation into an insightful summary of what she
had learned.

I have learnt from my mentor teacher to set high expectations at the
beginning of a lesson or activity and encourage children to achieve their
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best. I see how that works, if you go in there, expecting them to give you
their best, they will.

(June 16 2003)

She gave me a look of success, as she continued:

I have also learnt, that teachers have different strategies. There are some
kids who respond to a strategy and others that don’t. In some classrooms,
a teacher will have a strategy for that class and I can see that strategy
would not work in another class. This is also related to the type of person
that the teacher is, too. I know I am controlled by who I am. The strategy
that I learnt was, when I introduced an activity to the pupils, I would say
that, I don’t mind a little quiet conversation while you work, but I don’t
want to hear what you are saying. That worked, because I knew I was
setting up some boundaries. It is a big part of your lesson plan, not that
you would write it down. For me, my introduction would be; this is what
we are going to do today, this is how we are going to do it, this is why we
are doing it and this is how I expect you to behave during this lesson.
This is like setting the boundaries. I have learnt it from my mentor
teacher and from having my own children and watching others.
(June 16 2003)

She stopped again with a sly smile, and asked me to confirm if I had witnessed
her professional growth. I nodded in agreement. She continued the conversation
by affirming her relationship with KBC and how it had enabled her to develop a
better understanding of community learning and professional relationships.

Oh! In KBC you are a person and are recognised as an individual. You
are taught to handle things, situations, people and problems. There is also
time to talk things through and listen to others. I found that valuable.
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Without a doubt, KBC is collaboration and affirms knowledge. This style
of learning gives you time to breathe. The practical way of doing things
is definitely what sets the KBC apart from the mainstream. Noreen would
say to try this classroom management strategy, when you get into the
classroom. So next week, you try that strategy and you find out if it
works in your classroom setting or not. You would appraise your
progress and discuss it with your mentor. You would then be able to
share this new knowledge with the others. Sharing knowledge is so
important.

(June 16 2003)

We both stopped to reflect on all she had said. After a moment or two, I asked
her about her group. She looked down, pushed her body back into her seat and
tapped her fingers gently on the table.

Um! I have worked in office task groups in my working career and I
never worked in a group where I haven’t learnt. I think I can identify that
I have learnt more through problem based learning, and how to work
better in a group. The office task groups in working situations are
different, because the groups may only work together for a week.
Knowing the task that you have to get done and having to present it
within a week, where you do not establish a relationship and
understanding as to how the others work. You don’t see these people
again, because you go back to your normal roles and you do not see the
results of your efforts. Until now, I have never worked in a group where
we really have had to share everything and discuss things in depth. To
me this is what SBL groups in KBC are all about. We discuss a lot in my
group. We discuss the texts with what we see in the classroom and what
we are learning and experiencing. We will sit and go ‘yeah!’ I saw that.
Which amazes me that we share so much. I noticed that the other day I
was reading something, and then I saw it in practice. We then discussed it
as a group and it went into my head. So the understanding is coming
from within the smaller group and being able to give actions and
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experiences meaning. We do then go back into the larger group and share
our new experiences during the small discussion and insight sessions.
Group learning has been huge.

(June 16 2003)

Both distracted by noises outside the room, we chatted socially for a few
moments. She interrupted with: ‘This is my last chance to talk with you, I want
to add one last thing’.

I feel I have learnt a lot being in school. I can see that I know what and
how to implement classroom management strategies, but, maybe not
know so much about the textbook stuff on child growth and
development. I know what it is because I have read the textbooks, but I
haven’t learnt all the technical names for things. I know when I am
teaching; I need to know the practical things and the observation skills,
not the technical names for developmental things. My teacher has said to
me that I have been a help to her and her teaching. This made the whole
thing worthwhile, because I began this, ‘wanting to help children learn’.
If I have helped the teacher, then I have indirectly helped some children.
(June 16 2003)
The findings from Kim’s story will be discussed further in Chapter Five. The
narrative that has been constructed to tell Donna’s story follows.
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Donna
Summarised Introduction
Donna, 19 years old can be described as tall and slim. She moved in a manner,
which reflected the energy of an athlete, walking with strong loping strides.
When seated she leans back into the chair, and stretched her legs out in front of
her under the table. As she listened to a question, she looked down at her body,
lowered her head to break eye contact with the others around her. Her voice was
clear and was used to express her thoughts and ideas in short forceful statements.

Donna has an older brother and younger sister and she stated that she lived with
her family in an outer western Sydney suburb, characterised by the housing
estates associated with urban growth. She attended the local primary and high
schools close to her family home and enjoyed the social, more than the academic
challenges of school. When she reflected on primary school, she spoke both of
the challenges she experienced with doing schoolwork and of adhering to the
playground rules. She expressed that she had been involved in sporting teams
from an early age and again enjoyed the social and physical aspects of team
games.
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Past

Family

School

Community

Primary
school
years

2 parents
Older brother
Younger sister

I had a lot of friends.

age range
5 – 12 yrs

Family lived in the
same house all her
life.

Western Sydney. P.S.
Comments on –naughty
student behaviour, less
than professional
teaching staff – their
dress code.

Both parents
worked fulltime.
Enjoy immediate
family activities.
Parents supported
her learning and
social development

Participated in district sports.
Liked to be doing things.

Participated in sports
teams Sports person sports. House Captain
Mischievous behaviour –
acted without thinking.
No regard for
‘consequences for
actions’
Struggled academically
until year 5. Needed
academic support – did
get a reading award

Present

Family

‘Just wanted to be there’
SBL

March

Lives at home.
(same addresses as
above)

Central Illawarra P.S.
Mentor’s class
Kindergarten

Both parents and
brother work.
Younger sister at
school.

Similar school structures.
All students are good.
Amazing, professional
staff. Principal obvious
authority figure.

2003
To
July 2003

Supportive of each
other and extended
family.
Don’t holiday
together any more.

KBC
Attendance, participation
excellent. Always in the door
first, ready to begin. –‘lets get
the ball rolling’
Organised extra curricula social
outings – inclusive of all KBC

Teaching is a
responsibility.

Spontaneous during discussions
- points articulated well and
informative although assertive
tone in voice.

Teachers need to support,
motivate and encourage
learning in many ways.

KBC group collaboration and
strengths of others used to
support learning.

Commented - parents
seem to offer little
support.
Nervous about teaching needs to impress and
prove ability.

Figure 4.3: Map of Donna’s Story
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Donna’s Narrative
Donna was seated in the KBC homeroom at a table crowded with six other
female members of the KBC group. As she stood to introduce herself, she
endeavoured to push her seat away from the table, and in the process, the seat
caught on the carpet and rocked back so that the back rested against the wall.
After a little shuffle she stood awkwardly between the table and the seat. ‘Well,
Howdy. My name is Donna. I live in Cowboytown. I went to school in
Cowboytown. My friends are in Cowboytown. I want to be a teacher because I
love children. I want to have a positive impact on them and the holidays will be
great’. She then fell back onto her seat and pulled it from side to side to move it
back under the table.

My first personal contact with Donna came when she approached me to be a part
of the research project and stated: ‘If you are interested in me, I’d like to be
involved’ Our first interview was conducted in the KBC homeroom at the end of
the last day of her first week at university. We sat at a table crowded with
stationery and papers, which featured highlighted paragraphs and sentences. I
asked Donna to tell me about her family and where she lived. As she positioned
herself, so that the seat was pulled in tightly behind her, she focused her eyes on
the table in front and began to talk.

Well! I have a mother and father, they both work. I have an older brother
and a younger sister. We live in Cowboytown. You know Cowboytown?
People think Cowboytown is a bit rough, but it is okay. There are areas
that aren’t nice. But So!

(March 18 2003)
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I affirmed her statement that there are good and bad areas in every suburb and
encouraged her to continue.

Yeah! I have lived in the same house all my life. My dad, works out our
way, he is a manager of a retail warehouse. My brother works there too.
My mother works for the state government and my little sister is still at
school.

(March 18 2003)

As we both sat to collect our thoughts for a moment, Donna moved her seat
back; she stretched her legs out so that they extended under the table to touch my
seat. I deduced that she had accepted me and was more relaxed in my company.
We continued and she began to tell me about her primary school experiences.
Her immediate response to my question: ‘Can you tell me what you remember
primary school to be like?’ Was: ‘Oh God!’ She then elaborated:

It is hard, because in all honesty, I don’t remember that much about
primary school. But I’ll do my best. I attended the one school all the way
from K-6. I went for captain, but was devastated when I didn’t get it. I
was house captain for sport though, so I was proud of that. I can
remember all the classrooms I was in for numerous reasons. I loved
primary and never wanted to leave or go on holidays. I guess I enjoyed
the social side of school because I was always in the so-called ‘popular’
group.

(March 18 2003)

She paused and looked at me. I considered that she expected a comment from
me. I gave none, just a smile.
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My parents were always very supportive, they didn’t really need to
encourage me to go to school, because I never wanted to leave, and they
always just said that my very best was good enough for them. My
strongest positive memory would have to just wanted to be there all the
time. I was always bugging mum, ‘when do holidays finish, so I can go
back to school’.

(March 18 2003)

She tapped her fingers on the table as she compiled her thoughts.

Another positive memory, was receiving an award at the end of year one.
I got a book called ‘Elephants Don’t Like Tuna Casserole’. Most of my
other fond memories go with sport. I was age champion a lot in
everything and as I said in year six I was house captain.
(March 18 2003)

She stopped and looked at me with a frown: ‘Do you want negative memories
too?’ I indicated, ‘yes’, with a nod.

Oh! Then negative memories came from the academic side of school. I
remember getting frustrated and giving up a lot because the work was too
hard.

(March 18 2003)

She stopped again for a few moments, the continued:
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I was very young for my grade and didn’t really get a lot out of school
until I was in about year five. Then things just seemed to click. That was
good. Not having to struggle. I remember being in trouble a bit. I got a
pink slip for swinging on a tree in Kindergarten. I still maintain to this
day that I wasn’t doing anything wrong. Um, basically, I was in trouble a
fair bit in primary, especially as I got older. God, this makes me sound
like I was a nightmare child to teach, but I just got into a lot of mischief
and I never thought about the consequences of what I did before I did
them. In truth, nothing much has changed, but I am a lot better. I still do
stupid stuff and the thing that gets me in trouble is saying exactly what I
think when I think it. I have one of those personalities that you either
love or hate and I’ve learnt to live with that.

(March 18 2003)

As this introductory discussion ended she said: ‘I did remember a bit. School
must have made an okay impression, not like I originally thought’. In addition,
she acknowledged that she worked part time, drove an old VW, played sport on
the weekends, partied hard with her friends, who are mainly male, and enjoyed
her family life.

During the homeroom sessions, Donna spontaneously contributed to the
discussions, openly sharing her school experiences with her KBC cohort. She
talked about her primary school experiences, her sporting achievements and that
she enjoyed lunchtime play with the boys. She also made comparisons with the
behavioural issues she had experienced and compared those to the ‘ideal
schools’, used as examples in theoretical discussion. On one such occasion, the
facilitator provided an overview of classroom management strategies. Noreen
elicited comments and asked: ‘Who can remember back to a learning experience
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when you were at school, that you felt was bad?’ The only response was a
definite and spontaneous comment from Donna:

I can remember a student teacher. She was really bad. She didn’t seem to
be ready, so she lost it and we, well we played on it. You know? I think
she went home in tears. Hmm good.

(March 19 2003)

She laughed to herself, as she sat back in her seat and curled her feet around the
legs of the chair. The others around her looked at her questioningly. She
responded with, ‘What did I do?’ Then put her head down and appeared to
brood.

For Donna’s SBL, she was placed with four other preservice teachers in a central
Illawarra public school. Donna was placed in a Kindergarten class with an
experienced mentor teacher. After being notified that she had been assigned to
this school, she expressed that she ‘wanted to have a go’ at teaching, however
she was anxious about being able to teach the content material, saying
‘especially if I hadn’t learnt it myself’ (March 31 2003) and that she was anxious
about being able to manage everything that would be expected of her while in
the classroom and at university.

On the first day at school, she made observations of the school culture, which
she shared as insights with the large KBC group. As she stood at the front of the
room, her arms were tightly folded across her chest and her feet were planted
firmly on the floor. She stood silently for a moment. She watched a group of

179

Chapter Four: The Findings

students who had not settled, with impatience she declared, ‘let’s get the ball
rolling’ and launched into the description of her school setting.

The school I am at has an environmental focus. The Kindergarten
children walked us around and they kept saying, ‘over there are the
worms, want to see?’ ‘We recycle things and we have got awards for
having gardens’.

(April 7 2003)

The group laughed at the expressions and accounts she offered of her visit to
school. She paused and waited for a moment. With the room now silenced, her
stance was more relaxed. She continued:

In our school (pointing to the others in the school group) there is this old
lady who comes in every day to read with the children who don’t do their
reading at home. She is paid to come and read. Some parents can’t be
bothered and some are too busy to help their children, so the school does
things like this. Homework is also huge. It must be done and signed off
by the teacher. This seems to be the whole school policy. The rooms are
very similar to the ones I sat in as a kid at their age and the teachers are
very friendly, but when I was at school, there were a lot more cuddles
given, especially if kids were upset or hurt.

(April 7 2003)

As Donna made her way to her seat, she continued to share an experience with
the KBC group. She stopped before she sat down:

Oh! This is what happened to me in the playground. I was approached by
this little girl and asked whether I had a daughter in her dance class. I
said ‘No. How old do you think I am?’ She said, she thought I was about
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25. So I told her to guess again. She then said 23. What a joke. I am only
19. I would have been their age when I had a baby. They must have
thought I was mature. How good is that?

(April 7 2003)

In the following weeks Donna returned to university and stated that she was
enjoying being in this school and being in class with the Kindergarten children
and in the playground with the older children. She also acknowledged that she
got together on the weekends with other KBC students ‘just to have fun’ (March
31 2003).

During a small group discussion on ‘insights into the host school’s culture’
Donna took the lead, as she often did, to share these observations with the others.

I found a couple of things. I found the teachers to be very professional.
As you know, our school is very, very strict. The teachers are
professional; it comes out in the students’ attitude, like they have the
utmost respect for the teachers. Our teachers have a lot of pride in their
school, which also comes out in the kid’s love of the school.
(April 7 2003)

During another interview, we sat together to talk a little more about the
comparison between her primary school and the school she was attending now.
As we sat down to speak, she positioned her body so that she could support her
head on her arm that rested on the table.

In our school the children are all so good. There isn’t one naughty one. I
don’t know if that is the school, the rules or the homes they come from.
Their uniforms are beautiful. They read, garden and look to be happy.
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(April 28 2003)

She moved back in the chair and with an out stretched arm, she began to flick the
corner of a book between her fingers.

I was also surprised at the difference that leadership can make to the
school culture. I didn’t think that school cultures could be so different.
(April 28 2003)

She paused, looked at me and then continued her talk.

In my old primary school we were not as well disciplined and no one had
any respect for the principal, teachers or other students. The kids at this
school could not be called feral or even naughty. Goodness! The
naughtiest I have seen, is someone getting out of their seat without
asking. I watched a whole school assembly, no one moved. All the
principal did was walk in, stand at the front and look at the school and
they all froze, teachers too. Regarding the behind the scenes culture, I
can’t say anything about it, because I don’t know anything about that part
of the school.

(April 28 2003)

After a short pause to reposition her body, she then continued:

I have also come to realise that the teachers have a life outside of school.
They go out and do stuff on weekends. They aren’t just teachers.
(April 28 2003)
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She laughed at what she had just shared. Sitting back in her seat, her eyes darted
between the posters plastered on the sidewall. She appeared to be searching the
wall print for a prompt to continue the conversation. She said abruptly:

Another thing! There is this gender awareness in the school. I was told by
a group of children, mainly boys, that I couldn’t play soccer with them
because I was a girl. I said that I played soccer and football all the time
on the weekends and they argued with me about it and kept saying that
girls don’t do things like that. I didn’t believe their attitude. I have never
had to debate with anyone about girls playing soccer before. ‘Girls can’t
play soccer’, where do you think that came from?

(April 28 2003)

She had a look of disbelief on her face. After a moment she addressed me: ‘Did I
do the right thing? Am I supposed to interact with these boys, or walk around
with a cup of coffee in my hand, like other teachers do?’ As we discussed
playground etiquette, we both shared stories of teachers on lunch duty and how
different teachers interact in different ways with their students.

During one of the insights and sharing sessions, the small groups were asked to
take turns to share, with the collective group, their insights into ‘their
observations on the different stages of learning’. Donna assumed the role as
spokesperson. She remained in her seat in her usual pose; legs extended out in
front, her body pushed back into the seat, her arms rested on the table as her
fingers drummed an open book softly.

We have talked about lots of things. Group work is good for this. We
have also talked about the children in different stages and that they are
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able to do different things. Like, the older ones are able to hold a pencil
and read smaller print. Some of us also noticed that the Kindergarten
children are, ‘out of it’, by Friday and just need to play with things like
Lego, so they don’t cry. We also saw that the children get engaged in the
demonstration, by doing something, like tracing a letter in the air. We
talked about the instructions that you have to give children to do things.
In Kindergarten, the teacher will say ‘when I say to do it, get the book
from the tub, go back to your table, sit on your chair, this is the date here
on the board, write this date, here on this line at the top of the page and
have a go at doing the first letter of your name. In ‘stage two’ and ‘stage
three’ there are still lots of demonstrations, but it is not like how to form
letters and words, it is more like, ‘this is a sentence and you need to add
more tone and expression to your reading’. And the instructions are; ‘do
this, then this, put your name and date at the top and do it now’, they do
it. One thing that we have all heard in the classes is the teacher saying, ‘I
expect you to do your very best and I expect it to be neat’. I have to say
something else. It was good to talk about all of this. I have been in
Kindergarten and I don’t get out to other classes much. It has been good
to hear and talk about these insights into teaching and see that teaching
isn’t standard, like the language and instructions change as the children
get older.

(May 12 2003)

Donna’s comment stimulated discussion on the benefits of being in this setting
and being able to share honestly and openly with each other. I noted in my
records, comments from Donna, such as, ‘it is good to hear what the others are
doing’, ‘our school is so good, so I find it interesting to hear about bad children
and how the teachers deal with disruptive children’, ‘I see how similar, but how
different the schools are’.
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Later, in another small group discussion in the KBC room, Donna was seated
with her school group to discuss the variety of literacy activities in classrooms.
Donna proclaimed: ‘In ‘my’ Kindergarten classroom, literacy is practical’. This
comment caught the group’s attention, which allowed her to continue.

There are labels on things like tubs, books, and windows and things like
that. Big bold labels. The children’s names are written on the tables.
There are things like, ‘this is a duck, it is yellow’ written on a picture of a
yellow duck. All the artwork and words, hang off strings that stretch
across the room and they all have simple easy to read labels.
(May 12 2003)

One of the other KBC students confirmed that the classroom environment is
used to enrich literacy learning in every stage. She stated: ‘That with the older
children, the literacy infusion is more like lists of words and posters that outline
rules. Their research projects, on the wall, rather than having colourful painting
with one or two word labels stuck on them, have rich text’. Donna listened,
nodded and added comments that affirmed her understanding. Donna added this
following insight to the discussion:

The (Kindergarten) teacher gets the kids to talk specifically about what
they have done. They stand up and talk about their artwork and stencils.
She is teaching them adult skills as well as to be proud of their work. So
the literacy focus in this room is not just reading, it is talking. Another
thing, because these children are learning how to read, the teacher hardly
ever uses the board to demonstrate letters and letter shapes. She has
drawn a big heart on the board. Nothing else! The heart is where the
children write their name if they are good. So nothing else fits on the
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board. Occasionally she will use a small space to demonstrate a letter, but
not often.

(May 12 2003)

Throughout this discussion on ‘literacy in the classroom’, Donna announced that
she had noticed ‘something else’ of importance.

During a morning session in this room, I watched the class doing
different literacy activities, not just reading. I realised the importance of
the floor space in the classroom. That space is used to pull the kids
together, to do so many things. I hadn’t realised until I saw them use it,
over and over again for reading activities, talking, news, and listening to
instructions, just how important it was.

(May 12 2003)

The discussion within the group now developed into one that focused on the
classroom layout and how the teachers used different areas in the room for
teaching activities, displays and storage.

In the following weeks the students had the opportunity to teach lessons in their
mentor teacher’s class. During an interview, Donna shared her first two teaching
experiences with me.

I was petrified and I nearly didn’t do it. I was going to quit the course.
Having to teach those faces frightened me. I didn’t think I was ready. The
only teaching type experience I had was being a netball coach. Not like
some of the others in here, who tutor in the afternoons, teach dance and
Sunday School. It helped to know that other KBC students were, ‘having
a go’ at the same time as me but in other schools. When I did teach, I
think it went fairly well. I’m really critical of myself, so there were lots
of things I wanted to fix. For example, I stumbled over some of my
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words because I was nervous, the children didn’t notice and neither did
the teacher. I also wasn’t able to gain their attention once they started
working. Well not to my satisfaction any way. Mind you, the children
were really interested, they answered all my questions, and did
everything I said and the teacher said that, ‘they were the quietest she had
ever heard them’. The teacher said my second lesson was better, but I felt
it was worse. It was towards the end of the day and the kids were tired.
They were at the end of a really interrupted day. I also allowed the
teacher to be in the room, whereas I got her to leave for the first lesson
that I did. For my lessons I was excellently prepared and the children did
what I wanted them to, I was just scared. I’ve done it now. I’m okay.
(May 19 2003)

After several weeks of association with the Kindergarten class, Donna shared
another of her face-to-face teaching experiences during a small group discussion.
Initially she sat intently and listened to the others and wrote notes in her wellthumbed notebook. She shared:

I taught the class and there were some children who could just do the
work on their own and they were finished, ‘like that’ (clicked fingers). I
gave them extra work to go on with. There were the children who could
sort of do it, but then there were the ones who didn’t do anything unless
you stood over them and said ‘OK. How many teeth does the crocodile
have?’ You would then have to count the teeth with them. Then you’d
point to where they had to draw them. Then you’d show them how to
draw them. Then you’d encourage them to have a go themselves and so
on. ‘Poor little space cadets’. The levels of learning were so very
different. I was expecting a little difference, but not this much.
(May 19 2003)
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One of the other students in the group nodded in response to Donna’s comments
and added the occasional ‘I saw that’. The group as a whole acknowledged
Donna’s observations and discussed how their teachers dealt with the children
and their learning differences. After a while, Donna withdrew from the
discussion and sat and listened. She frowned and dropped her hand on the table.
After a moment, she added, ‘I have a confession,’ then continued:

I am frightened about teaching things I haven’t been taught. I never learnt
about nouns. I was helping a class and I honestly didn’t know what a
noun was. I panicked a little. I then noticed that the definition was written
in their book, so I could read through it and then help them out. But I
came out with a brain strain, because I had to think so hard, and be
careful not to say the wrong thing.

(May 12 2003)

She broke off as the group began to share similar experiences. I was coaxed to
join in the discussion and as a group, we bounced the importance of being able
to draw on prior knowledge, preplanning and the different approaches, to being
able to teach, ‘on your feet’ off each other.

During another small group discussion, on the topics; ‘classroom management’
and the ‘classroom rules of operation’, Donna assumed her usual pose and
reclined back in her seat. After a moment of silence, she let out what seemed like
a soft whistle sound from between her lips. This action not uncommon during
her discourse was her way of interjecting into a conversation.

I have seen that classroom management is effected by the things that
happen outside the room, like the playground. I have seen the playground
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relationships are a huge management issue. The kids come in after lunch
and there are lots of concerns with friends to deal with. One boy in
particular, always needs to talk at length about things that have happened
during lunchtime. The teacher says: ‘Jim, I’m not going to speak to you
until you sit down at your table. Then I’ll come over and talk to just you’.
He says, ‘but’. Then she’ll say, ‘not now Jim, I will come over and talk
to you in a minute’. He always has playground and relationships issues to
talk about. His needing to talk effects what happens in the classroom
after lunch. The teacher knows she can’t brush him off. So she has to set
up things for the class to do, so she can spend a minute or two debriefing
him.

(May 19 2003)

Towards the end of the semester, during one of the final large group discussions,
Donna made a less than serious comment that caused the room to break out into
spontaneous and excited chatter. Directed to the facilitator she said:

You know how you have been talking about that ‘teaching philosophy’
of being firm in the beginning of the year, then getting friendlier with the
class once they have learnt that the teacher is the boss? There is this one
teacher that has taken that philosophy of not smiling, not being friendly
and even being nice, to the extreme. She must have the philosophy of not
smiling until Christmas (the end of the teaching year). The poor kids sit
in her room in fear every day.

(May 19 2003)

Individual groups began to talk about ‘good teaching’, ‘firmness’, ‘being a
friend’, and ‘joking around with students’. Noreen asked, ‘What sort of
classroom would you like to establish?’

The comments that were offered

included, ‘I want one that is fair’, and ‘I want a classroom that inspires the
children to learn’. Noreen questioned Donna, ‘What do you want your classroom
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to be like?’ Donna’s response was immediate, ‘I want to make it fun. Good days
are fun. Give them lots to do’. She broke off as someone dropped something on
the floor.

Over the weeks, Donna had been an enthusiastic member of KBC, she attended
every Monday session, always added comments to the discussions and openly
shared her school experiences. On several occasions I overheard the commentary
‘lets get the ball rolling’ as she encouraged both the facilitator and the KBC
students around her, to begin the session. During one of our final interviews,
Donna confided in me, that at times she was frustrated with some of the other
students in KBC.

I have seen some of them come each week and just sit, say nothing then
go home. What are they learning and what am I learning from them? I
was thinking about this. This is not collaboration. They joined this group
so they could be active in their learning; just coming each week is not
being active. This is not collaboration. This is not working together. In
fact it is not KBC.

(June 9 2003)

We chattered socially for a moment then finalised my project. I asked her to
conclude by reflecting on her experiences as a teaching associate in KBC and in
the host school. She drew in a deep breath, held it, then exhaled slowly.

Now having finished this semester, I can say that KBC was challenging,
but it was fun. Hmm teaching! I see teaching as being very different than
I ever imagined. I see that you are responsible for so much and you can
impact on the future life of each student in your class. I now know, that
there is so much work involved in being a good teacher, but it is more
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rewarding than anyone would have ever thought. The right sort of teacher
gets the right sort of response from the children.

(June 9 2003)

She looked at me and raised her eyebrows. ‘I’ve come a long way’. I smiled to
confirm her comments. To conclude, I asked, ‘do you still want to be a teacher?’
After a short pause she said:

I am in two minds whether I still want to, and I am a little confused why.
I know a big part of it is worrying whether I could manage the load of
being a full time teacher. Another thing is, that I would be devastated if I
thought something I had done had scarred a child for life. I don’t like the
fact that cuddles, for upset children, aren’t allowed. I feel society today is
pathetic, but I also understand why these rules are there. I guess I just
know I’m not a predator to these children and never will be, but the
people I deal with don’t know me.

(June 9 2003)

She stopped, drummed the desk then continued.

If I teach, it is because I want to ‘right’ at least some of the ‘wrongs’, I
experienced as a student in primary. For example, I never want a child to
learn something, under the instruction of, ‘do it, just because I told them
to’ and then say, ‘I did this just because the teachers couldn’t make me
understand why’. I also want to have a positive influence on just one
child’s life. If in, I don’t know how many years to come, they can say
‘yes’, ‘I remember her’, ‘I liked her’, ‘she taught me heaps’. I would be
over the moon. I know I loved all my teachers and I want to have the
same effect on others. The satisfaction and reward of the job, I don’t
think, can be compared to many others. The feeling you get when the
children just ‘get it’, or tell you that they understand now you’ve
explained it. Just awesome!

(June 9 2003)
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The findings from Donna’s story will be discussed further in Chapter Five. The
narrative of Jane now follows.

Jane
Summarised Introduction
Jane, 18 years old, moved out of home to live in a shared home with her
boyfriend during the previous year. She had a rounded happy face and strong
confident maturing voice. Her movements were relaxed and as she walked she
appeared to dance. When seated, her body appeared comfortable as she moulded
herself into the chair. Her hands were never idle. She would draw or add
coloured ornamentation to her workbook or twist pieces of paper in her fingers.

Jane stated that she attended the local State primary and high schools that were
close to her family home, and declared that she enjoyed school. Her reflections
were a mixture of personal success and of becoming integrated within the school
community, through a sense of belonging. During KBC discussions on past
school experience, Jane would add short insightful commentary or simple
statements such as, ‘I remember that’.
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Past

Family

School

Primary
school
years

2 parents

C. P.S.

Five siblings two disabled required extra
care and
attention

Participated in extra
curricula activities

age range
5 – 12 yrs

Family closed
off to
community
activities –
emotion, and
physical
reasons.
Difficult
situation.
Present

Family

March
2003
To
July 2003

No talk of
family

Community
K-6

Teachers interacted
personally. Felt accepted.
Built trusting relationship –
discourse and
encouragement.
Encouraged to work harduse abilities.

North Illawarra P.S.
Mentor’s class composite
year 1/2

Lives with
boyfriend
Works in retail
to support life
style.
Social activities
associated with
the local pub.

No other community
involvement discussed.

Prefect in final year.

Loved school- found
emotional and physical
support at school.
SBL

Talk of friends boyfriend

Attended dance classes for a
short time.

KBC
Attendance wavered. (didn’t
give a reason)

Structures compared to past
school - similar building and
layout

Sat back during group
activities - discussion points
articulated well and
informative.

Saw special needs children
given support in many
ways.

Reported by SBL group that
she was perceived as not
being committed.

Extra curricula activities
during school time.

Used KBC as security,
identity in University setting.

Teachers were viewed as
compatriots

Noted in KBC ‘unable to
hide’

Noted the school
‘hierarchical structure’ all
jobs are important and
stated to be equal.

Future in teaching ‘yeah why
not?’

Teaching requires planning
and ‘over preparation’ –
can’t anticipate behaviour or
learning levels from day to
day.

Figure 4.4: Map of Jane’s Story
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Jane’s Narrative

Let me introduce you to the last member of this inquiry ‘Jane’. Jane was seated
towards the front of the KBC homeroom, crowded around a table covered in
books. She chatted socially to the others next to her. During the introductions,
she sat and watched the others take their turn to stand, state their name and say
why they wanted to be a teacher.

It was Jane’s turn. She looked a little self-conscious as she stood between the
table and her seat.

My name is Jane. I am younger than most of you. Maybe all of you? I
live about an hour from here, with my boyfriend. I went to the same
school Kindergarten through to Year Six and I loved it. I loved every
year of primary school. Why do I want to be a teacher? Well, I want to
give children a start. I want to be there for them. I want to help children.
(March 17 2003)
She paused, as if waiting for someone to question her. Then she sat back down.

In her first week of university, I noted that she mixed socially with the younger
members of the KBC group. She became animated when they spoke about their
social activities and weekend excursions to the clubs in the local area. During
whole group discussions, Jane recorded extracts of the stories shared by the other
KBC members in a notebook using brightly coloured pens. During that week we
spent time together and talked about her primary school experiences, family,
home, and dance performances. These are as follows.
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Seated together at a table covered with pens, lolly papers, books, little coloured
notepaper squares and drink containers we began. I asked Jane to tell me briefly
about her family.

I will be matter of fact. I have a stable family on the surface. It is stable,
as in, we have everything we needed and almost everything we wanted. I
am the youngest of five. It goes boy, boy, girl, who is mildly
intellectually disabled, followed by another boy, who is intellectually
disabled, then me. As I look back I had no major upsets in my life, until
people started dying, but that’s unavoidable. My two disabled siblings
needed stability and extra care so I had the perfect, ‘stay at home’ mum.
My dad worked and had barely anything to do with us kids.
(March 19 2003)

She paused, looked at me, then looked away as she continued to talk about her
family she began drawing abstract images on the open page of her note book.

Compared to the others in here, my family are different. I never got help
from my parents. I went on all the excursions and had all the right books,
uniforms etc but never help. I have been told that I was reading, writing
and counting at the age of three, so I guess they figured, I didn’t need
their help. Right from Kindergarten to year 12, my parents have never
been to a single parent teacher night, which surprisingly hurts.
(March 19 2003)

Jane also told me, that she had mixed memories of being a child and that these
included the times she spent at home and of performing in local dance concerts.
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I have strong memories from when I was a young child, of just being at
home. My earliest memory is when I was about 14 months old, climbing
the kitchen draws to play with the phone. As a family we barely did
anything, it was too hard. I don’t know the vast majority of my extended
family, we never saw them. Neither of my parents are community
orientated; they never attended working bees at school or anything like
that. My brother has a lot of issues with strangers and unfamiliar
situations, so we spent most of our time at home. We had very little to do
with our community. I danced for years and performed at community
events, like fetes, but that’s about it.

(March 19 2003)

On another occasion, Jane and I sat in a quiet area and spoke about her past
school memories. Her face lit up as she spoke about school. With out prompting,
she talked openly and happily about her school experiences and stated that ‘I
loved primary school’. She shared a mixture of accounts of friendships, of
special teachers, and of academic successes.

The school I went to had 360 children when I started and nearly all of the
people that started in my Kindergarten class, went all the way through, so
we all became really close. I was a school prefect and a library monitor in
year six. I think you would say, I was pretty involved in things that
happened in school and I didn’t find schoolwork hard.

(March 24 2003)

She leaned towards me, touched my arm, and smiled as she pulled herself closer
to say, ‘I have memories of two favourite teachers’. She paused for a moment
then continued:

My third grade teacher, was such a sweet, lovely person. She never
yelled or lost patience with us at anytime. She tried to make us all feel
196

Chapter Four: The Findings

special. She was one of the first teachers that I ever had, who encouraged
me to push myself further than I ever had and think about joining ‘Gifted
and Talented Classes’ and things like that. She taught me to enjoy being
gifted and not to feel embarrassed by it. I adored her.

(March 24 2003)

Reflecting on what she had shared, she paused. After a moment or two she
continued:

The other favourite teacher was my year five teacher. I really didn’t like
him at first; he was my first male teacher and most people considered
him pretty radical. He had really different methods and routine in the
room than every other teacher I’d had. Within a few weeks I adored him.
In April of year five, his wife had a son, who was really sick and died at
16 weeks old. The grieving experience brought our class close together.
John (the teacher) shared most of the experience with us and we became
like a family. Almost all of us were kept together for two years and he
taught us for both of those years. John and I are still mates now he’s a
great drinking partner. How weird is it to say that you’ve had a drink
with your primary school teacher?

(March 24 2003)

During the second week of the semester, I asked Jane about her expectations of
being in KBC and her thoughts about going into school as an associate teacher.

Well, without really thinking about this, I will say, I nominated to come
into KBC because I know that it is important to share knowledge and if
you belong to a community like this, you can do that. You look around
and in two weeks there are already friendships and laughing and things
happening. We, well some of us, seem to have come together already. I
expect that the ‘in school’ learning, will be a challenge and I will be
confronted by lots of things I see in the school. I don’t think at this point
I have any specific expectation. I want to have a go at teaching, and
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preparing lessons and marking work and putting stickers into their
workbooks.
(March 31 2003)

The week before the KBC students were to go into their host schools, the KBC
facilitator arrived in the KBC homeroom with two packages. The first contained
‘clip on’ plastic name sleeves and the other, the paper card inserts for these
plastic sleeves. Noreen commented, ‘You will have to wear nametags in schools
and use your surname in front of the children’. The remarks that followed
included, ‘oh wow’, ‘what is your surname?’ and ‘can we make them up and
wear them now?’ Jane interrupted and changed the tone with the comment: ‘I
think it will be hard to get respect through the authority of my last name, if I
have to write both names on the tag’ (March 25 2003). Jane’s statement
developed into a brief discussion on respect and professional representation in
the school situation. This conversation ended as the students each wrote their full
names on the paper cards, inserted them into the plastic sleeve and attached them
to their shirts. Towards the end of the discussion, I noted the following comment
from Jane:

I am looking forward to being in school again and seeing it from the
other side. I want to go into those ‘off limit’ areas like the staffroom. I
want to feel like a teacher and have the children treat me like a teacher,
not as a student teacher.

(March 25 2003)

Jane was positioned with four other preservice students into a Northern Illawarra
public school. Jane was placed with an experienced teacher on a composite year
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one/two class, to observe the teachers’ strategies, develop knowledge of the
school culture and take any opportunities to teach lessons.

During the first sharing session after the school orientation, Jane sat crowded
around the table with the others in her SBL group. She listened to the other KBC
members share, what they had seen and experienced on their first visit to their
host school. She eventually added her contribution saying:

At the school I am at, we all have to wear nametags with our first name
and last name written clearly on them, as Noreen said we should. Not the
nametags that Noreen gave out. We have to wear the nametags that the
school provided for us. Well, what happened during the day was
interesting. This one little girl came up and said I know your name is
Jane, but I have to call you, ‘Miss Smith’. Then skipped off. I looked at
this as though I was being given respect straight away. She didn’t make
a game of it. She demonstrated that she could read and that by me,
wearing my nametag, meant I was part of this school.

(April 7 2003)

Later during another open sharing, Jane stood in front of the room to relate her
observations of her host school to the extended members of the KBC group. She
stood with one leg in front of the other, a hand, placed on her waist, as the other
moved freely in the air as she spoke.

I noticed, like the others preservice teachers at my school, the buildings,
the equipment and how things were placed. I also noticed that there is so
much extra curricula stuff that is done during school time. Apart from
choir, scripture, special guest talks, there is dance, singing groups,
practice for concerts and sport. It is a part of the timetable. When I was at
school we squashed everything in before and after school. So many
199

Chapter Four: The Findings

things seem to be done during class time. I also noticed the resources for
the special needs children. They have special areas and equipment,
specialist teachers and out of school support. This too is different from
what I know and remember.

(April 7 2003)

She repositioned herself so she stood firmly on both feet and continued.

There is a mutual respect throughout the school, not a hierarchy.
Everyone is equally important. They just have different jobs to do. For
example, the principal has a job, the teachers have a job and the grounds
staff have a job and they are all equally important.

(April 7 2003)

She stopped and laughed softly in pleasure at what she had shared, then
continued:

I suppose this last point is the most important. There is a philosophy at
our school, that school and learning is about customer service and that
‘we’ are there to teach the children, and provide this whole atmosphere
for them and the community, even if they’re not totally involved in the
school. Teaching is about making everybody happy, not just teaching the
children things.

(April 7 2003)

She ended, clapped her hands, in a gesture of self-acclaim, then stepped her way
through the audience, to resume her seat at the back of the room. She picked up a
pen and began doodling in her notebook, as others stepped forward to share their
first impressions of these new school and their cultures.

200

Chapter Four: The Findings

During another large, group ‘show and tell’ session, Jane stood near her table in
a relaxed pose. One leg rested on the seat, while the other took the weight of her
body. She spoke out in a loud clear voice: ‘I have been sitting in the staffroom.
One of those things I have always wanted to do. It was a different world to the
school I knew as a student’. She talked excitedly about the staff ‘coffee
machine’, of reading the ‘term planner’ that took up a large part of the wall and
about ‘posters’ that noted staff rosters and duties. She confirmed in her talk, that
she felt enlightened at being able to sit with the teachers in their private space.

The large group divided into their SBL groups, to discuss, in more detail, their
school based learning experiences and to list the ‘ah ha’ moments they had in the
school the previous week. In response to this task, Jane sat crowded around a
table at the back of the room, her workbook decorated with doodles, lay open in
front of her and the contents of her bag were spread out under her seat.

I have noticed something pretty significant. I have noticed that the
activities that the children do, are related to their attention span. Like the
Kindergarten children do lots of little things and move around the
classroom a lot, while the older children do more in fewer subjects and
stay in their seats. I have also noticed, that these lessons are broken up
with questions or little games.

(April 14 2003)

One of the other members of this group turned to her and expanded on her
points: ‘Of course, these activities are related to the children’s attention and
concentration. Aren’t you clever to notice that?’ With this, Jane sat up a little
higher in her seat. When appropriate she continued:
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Something else that I was surprised to see, was how quickly the children
progress from not being able to read, to being able to have some
understanding of reading and writing and to be able to use it. The
Kindergarten kids arrive at school with very little understanding of how
to read. In a few weeks, they are having a go at both reading and writing.
(April 14 2003)

As this sharing session continued, Jane sat and listened to what the others said
and confirmed through head gestures and single word comments, that she shared
their understanding of how children learn.

As the weeks continued, the students were asked to share with the whole group,
some of their teaching moments. Jane raised her hand up off the table, so it could
be seen by BC at the front of the room: ‘Can I share what I saw?’ She waited for
confirmation, then commenced to give her account. Addressing her dialogue
towards BC: ‘You know how you BC, have been talking about reading? Well I
saw this reading lesson and I have to share it’. She was encouraged to continue.

I was doing this reading group activity with the ‘stage one’ class. I
watched one of the boys learn to read. He seemed to look at the words
and read some of them. Then, he’d look at the picture on the next page,
which was of a Japanese garden. He then kept going with the reading, but
none of the words he said, were in the text. He related his knowledge of
gardens to the picture of the Japanese garden. The teacher was great, she
said something like, ‘that was a great story you told, but let me read the
words again for you and you follow along’. I thought that was great. She
didn’t put him down. I saw that he used his ‘semantic knowledge’, to
have a go. I thought I was great to be able to see that ‘textbook stuff’ in
action.

(May 12 2003)
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On another occasion, she talked about feeling compassion for these children in
the school. She indicated, that she felt that she had already made the transition
from feeling a little uncomfortable, as a new associate teacher, to feeling
confident in her abilities to be a beginning teacher.

The children just wanted to talk to me. I would be in the playground and
they would come up and stand there and talk. They tell so many secrets.
I feel excited for them, when you hear about their friendships and sad
when they tell you their troubles. I stand there feeling comfortable and
capable.

(May 12 2003)

As she participated in a ‘focused group activity’, she shared the experiences of
her first lesson. Again seated with her SBL group around the table, she spoke in
a strong confident voice:

I did my first lesson last week. I had all this stuff prepared and we went
through it, about 20 minutes quicker than I had planned. I found stuff to
give them to fill in the rest of the session. But it was like, ‘oh my God!’
How did you finish all that so quickly? You are in Year One. What are
you doing? I learnt that being prepared is a really, really big thing. You
have to have heaps and heaps of extra work for these children, so you
don’t stumble or waste teaching time.

(May 12 2003)

During the course of another group discussion, Jane shared a significant insight
into teaching and explained that after spending a day with a casual teacher, she
had learnt the valuable lesson of being more than just prepared.

I watched a casual teacher struggle all day. You see she had heaps of
work prepared but the children got through it so quickly, that they started
203

Chapter Four: The Findings

to muck up in the classroom. They had nothing to do. We went through
all their work and workbooks and didn’t know what to give them. So we
ended up reading stories and playing little games, just to keep them in
their seats. The moral is, ‘be over prepared’.

(May 12 2003)

On another occasion, in a small group activity, Jane shared the experiences of
how she had observed, different teachers hand out stencils, how the teachers get
the class to begin their work, and how the different teachers move from one
lesson to another. As Jane began, she tucked a piece of hair behind her ear and
sat up in her seat.

You know! The verbal instructions given in ‘stage one’ are a lot simpler
than the ones given in the later stages. I saw the ‘stage one’ teacher;
demonstrate how to begin the activity sheet with the class. She stated,
that they were to do the first question and only the first question. She
then read through that question and confirmed their understanding. Then
she’d say to them, ‘go back to your tables and do the first question’.
When they had done that, she went through the process again with
question two, then three. I see that as a teacher in ‘stage one’, you have to
explain to them exactly how to do everything and then wait until they are
ready. Unless you have explained exactly how to do each step, they will
not know how to do it. But in the later stages it is more like, ‘Here is
your worksheet, you have fifteen minutes to have this stencil finished.
Any questions? Then, do it’. There is such a huge difference in what they
can do in a few years of learning.

(May 19 2003)

She stopped and responded to a few remarks offered by the other KBC students
and continued.
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Oh! Oh! I have also seen that a demonstration is always followed by
questions. I haven’t seen a teacher in any of the classes just do the
demonstration without having some questions before they start the
activity.

(May 19 2003)

During one of the discussions that focused on the literacy and language
component of the class curriculum, Jane listened to the others for a while, as
they shared their stories and experiences. Her turn came and she added to the
discussion.

In my classroom, in ‘stage one’, the children have alphabet charts on the
walls. There are lists of sounds and there is a list that the class made up
under the theme sound for the week. Everything around the room has a
label. There are charts with words on, like ‘this is a frog’ and then all the
things that the kids had brainstormed about a frog had been written on it.
There are also weather charts and posters up the back of the room, but
these things are more than decoration. The teacher, gets them to read the
print and talk about them from time to time.

(May 19 2003)

She stopped for a moment, to looked around the room: ‘It is a bit like it is in
here. This room has lots of print that we look at from time to time too’. She
paused, they that all scanned the room. Then she continued:

My teacher has lots on the board; she has the ‘times tables’ and words
written on it. Not for them to copy down, like we did. She uses it for
demonstration and modelling. We have a lot of books around the
classroom. We raided the library and put books all around the room for
them to choose and look at. During silent reading, the teacher reads as
well. This is showing them, that she enjoys reading too. I think she has a
good approach to teaching ‘reading’ to this class.

(May 19 2003)
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She concluded her account and picked up a coloured felt pen and began to draw
abstract lines on her workbook, as the others in the group added their
observations of how language and literacy was taught in the various host
schools.

During a lunchtime conversation, Jane and I sat at a table at the back of the KBC
homeroom. Jane crumpled up her lunch wrapper and put it into her bag. I asked
her to tell me how she was going. In a casual and ‘off handed’ answer she said.

Okay! At times I am on top of everything, prepared and ready to go.
Other times it is all a bit much. You know? Being in here with the others
is important. It helps me fit into university and gives me a place. Not just
a place to come to, but also a place that I belong to.

(June 2 2003)

She redirected the conversation and declared, ‘I’ll make use of you while you are
here’. She looked at me out of the corner of her eye and continued.

I have never loved the idea of being a teacher so much until now. Being
with them, sharing things, helping them do things and seeing them
achieve. But I have been thinking, that there has to be more to teaching
reading, than by having books in the classrooms and spelling and things?
(June 2 2003)

As I offered my, ‘Yes!’ as confirmation, she continued:

In here we have talked about the children being encouraged to read at
school and at home. My teacher links both, by asking the class to bring in
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books from home that relate to the topic. She then tries to read as many
of those books as she can, to encourage the children. They also come in
each day and say, ‘I read a chapter at home of this book’. I say, ‘oh good’
and I give them a stamp. I see that this links back to the emotional and
social need to read. In society, reading is a security blanket.
(June 2 2003)

Other students joined us and the conversation developed into discussions on the
importance of reading. I sat back and noted these comments; ‘I have seen that
teaching reading is everywhere, in all the subject areas, you hear it and see it,
because reading is the way of the world’. Jane acknowledged each of these
points, nodded and remarked, ‘Yeah!’ She opened her notebook and used it as a
prompt.

I have been watching how the teacher does it. When she introduces a new
word, she will read the whole sentence. Then say, ‘What does this
sentence mean?’ Running her hand under the sentence, she doesn’t just
stop at the new word and break up the sentence. They get the whole
thing. They get the sentence, then the word.

(June 2 2003)

She turned to me, ‘Isn’t that making meaning of the text, which is one of Brian
Cambourne’s Conditions of Learning?’ As I gestured to confirm that it was, she
pushed herself back into the seat and smiled with pride and quietly said, ‘So I
got it?’

In the following weeks Jane continued to talk about her experiences and
observations. We spoke briefly about the significance of time management in the
classroom and the impacts that changing moods have on behaviour.
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I have noticed that the children need routines and structure to keep them
focused. I have found that the children go ‘hyper’ after a long holiday or
if it rains or if they are doing something special, such as a ‘Mother’s
Day’ activity. Another example of this was when I watched a relief
teacher take a lesson. The children misbehaved badly and it isn’t until
their teacher isn’t there, that you realise how much influence the normal
teacher has over the children. The normal teacher sets the mood and
controls the use of their time and the routines that are in place in the
classroom.

(June 9 2003)

The discussion finished abruptly. Noise generated by the other KBC students in
the room began to overpower us. Jane moved back to her seat and ended the
conversation.

During the final KBC homeroom session, Jane, seated with her SBL group,
shared experiences of, ‘how it felt to find that teacher’s voice’, ‘how it felt to be
able to give out stamps’ and ‘how the face-to-face lessons got easier with
practice’. After a few moments, Jane sat up straight to get the group’s attention
then said:

I have learned through my experience a few things. The first that you
can’t be too friendly with the children, because the children know, that
they can push the boundaries further if you are their friend. On the other
hand, you can’t be too strict either. The best thing that I will walk away
with, is that my mentor teacher treated me like a teacher and I was being
asked to mark stuff and help out. I will add that marking is so hard. I was
conscious that the children and their parents get to read what I was
writing. I had to make sure I didn’t make any mistakes. I also had to
question myself on how to spell simple words, just in case I made a
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mistake. I felt really good being a teaching associate. Another thing, it is
amazing how many roles a teacher must take on. A teacher has to be a
parent, a nurse, a, ‘sort of friend’, the keeper of time, and the educator.
Most important of all, a teacher is someone special to a child at that time
in their life.

(June 16 2003)

During our final time together I asked, ‘What have you learnt?’

After a

moment’s reflection she began to tell me.

Coming into this room and becoming a part of KBC seems so long ago. I
looked forward to sharing with the others and making new friends. I did
that. I learnt about how to be a teacher. I learnt a lot about students and
seeing them as people, with all sorts of needs. I learnt other things too,
about community and commitment. You see, being a part of KBC has
been important to me. It’s been a bit like the, ‘all for one’ thing. So, you
see, I have learnt quite a lot.

(June 16 2003)

She turned, and waved her arm to illustrate that this included the KBC students,
sitting in the room.

I have made friends in here. Obviously, not everyone in here is my
friend, but that is okay. Noreen said once, that, ‘you can’t hide in KBC’.
She was right. There were days I found it hard to do everything that was
expected of me, even though I didn’t want to. I couldn’t hide from people
who knew I wasn’t, ‘pulling my weight’.

(June 16

2003)

She paused, looked around the room again then continued:
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However, sometimes I let the group down. I had things happening that I
had to deal with. It is easy to say, that being in here has made me
confront a few things and also protected me from a few things. And yeah,
yeah you can’t hide behind others. It has been a good experience being
in this community in this setting and working with my mentor and my
group. Future teaching, yeah!

(June 16 2003)

I recorded in my field text for that day, that Jane was the last to leave. The others
had left the room and some of their mess. Jane lingered then walked out with her
head high. I heard her call out to Noreen: ‘Good bye Noreen, thanks’ as she
walked past her office.

Conclusion of the Chapter
The description of the setting, the extracts of the learning community and the
narratives of the four preservice teachers presented in this chapter illuminate the
style and nature of learning in this community. Emerging from each narrative are
factors that are perceived to have influenced the personal development and
professional growth of the preservice teachers. These are seen in the uses of a
specific school terminology, the expression of a confidence in being active
participants in school communities, the roles of teaching associates and the links
being made between past and present experiences. The following chapter
develops the findings from each of these narratives in a discussion that gives a
greater understanding of the individual experiences of the four preservice
teachers.
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Chapter Five

A Second Layer of Analysis

Introduction

The purpose of this inquiry was to gather, present and analyse the stories of four
preservice teachers at the University of Wollongong for the purpose of creating a
research text that illuminated two aspects of preservice teacher education:

•

The professional learning experiences of these preservice teachers; and

•

The role which the discourse of the context played in shaping the relationships
between preservice teachers, their mentors, peers, and university facilitators.

The Emergence of Information
When this inquiry began, I imagined that the narratives shared by the four
participating preservice teachers would highlight the individual experiences of
schooling and learning for each of them. This has been the case. The narratives,
which they told, presented memories, personal encounters, perceptions, practical
knowledge and understandings about teaching, learning and schooling. Each of
these narratives reflected a growth in professional learning and provided a
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prototypical example of Deweyan theory in action confirming Dewey’s (1938)
view of, ‘education as the reconstruction of experience’ (p. 163).

The narratives as presented in the previous chapter provide a basis for considering
the experiences that contributed to the formation of the deeper understanding of
school learning, as well as the nature of the relationships shared with the others in
this learning community. To develop a greater understanding of the preservice
teachers’ learning experience, I undertook a second layer of analysis and in doing
so identified the following domains of interest.

•

The Role of Pre University Socialisation in Professional Learning, and

•

The Role of the Knowledge Building Community’s Curriculum on
Professional Development.

This second layer of analysis strongly suggested that despite the different
socialisation experiences that each brought with them there was a common
component of the KBC curriculum, which significantly impacted on their
professional growth, namely ‘Contextualisation’. Therefore, under the heading;
‘The Role of the Knowledge Building Community Program’s Curriculum in the
Professional Development of Preservice Teachers’, I intend to discuss this
‘Contextualisation’ factor from two perspectives;

•

The Knowledge Building Community (KBC) Homeroom, and

•

School Based Learning (SBL) context.
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To guide the reader, the discussion to follow has been presented so that the
individual learning journeys are kept separate. Thus there is a discussion for each
of the four participants.

Figure 5.1: below shows the organizational framework for this chapter.
Story Map
Summarizes information related to each participant’s
journey e.g Liz’s Journey
The Role of Pre University Socialisation on Each
Participant’s Professional Learning
The Role of the Knowledge Building Community’s
Curriculum on Each Participant’s Professional
Development:
Each Participant’s Perspective on the Knowledge
Building Community’s Homeroom Context
Each Participant’s Perspective on School
Based Learning Context
Summary of each participant’s journey
Figure 5.1: The Organizational Framework for This chapter.
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Liz’s Journey
Past

Family

School

Community

Primary
school
years –

2 parents

Cee. P.S. K-6
Dance, library, SRC,
PSSA sport, choir.
Not band (can’t play
an instrument)

I had a lot of friends

age
range
5 – 12
yrs

Oldest child
Sister 1yr
younger
Brother 2 yr
younger
Family moved
to Cee. to be
close to schools
prior to Liz
starting
Both parents
teachers – lot of
teacher talk in
home.

Church –youth group
Dance group
Dance teacher

‘hard worker’
Family

March

2 parents (same)

2003

Share socially –
golf, tennis,
exercise.

To
July

Always eat
2003
together
Good

Teachers seen as
friends - hold their
hands, hug and walk
together.

No other community
organizations i.e.
Brownies, guides etc.
Enjoy outdoors and
being active

Neg. memory of
getting in trouble in
K.

Control of School
jargon- spoke
confidently about
being a student.
Participates well in
small group activities
– socialise off
campus – drive to
university together
Whole group
association different
–perceived by some
of the others as being
too confident

SBL

KBC

North Illawarra P.S.
Mentor’s class
Kindergarten

KBC groups because
of ‘ bitchiness’
- emotional baggage
of others.

Similar school
structures - small
playground - student
pop. too large for
assembly area - less
green areas.
Interesting mix of
students

relationship
Supportive of

Talk of being in
Church – video on
literacy in 3rd world

School Captain

Enjoys family
activities.
Present

Evidence to Support
Findings
Controlled-, poised,
body movements.

Extra curricula
activities during
school time.

Discussion points
articulated well and
informative – mature
understanding of
school discourse and
terminology.
Collaboration – talk
and participation in
KBC formal
activities.

each other
Action – confident,
capable
Conflict with teacher
– needed to mimic
her to be accepted.

Kindergarten
children equal in age
to students in dance
classes
School similar, yet
larger population,
and less space –
interactions with staff
not as anticipated
Classroom
experience not as
anticipated – teacher
not accepting –
needed to accepting
in classroom
KBC formal group
activities – effective
group member often took lead,
although not to
control, just to
progress the activity

Figure 5.2: Liz’s Story Map
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The Role of Pre University Socialisation on Liz’s Professional
Learning
As I re-analysed Liz’s transcripts, from the perspective of how family
socialisation had influenced her actions and interplay in KBC, several layers of
relationships emerged. For example, Liz spoke about her family being people who
place a high value on education and collaboration and therefore loved to share:
‘We always eat meals as a family together at a table, talking and listening to each
other’ (March 18 2003). She was an avid communicator, wanting to join in
discussions to share her knowledge of schools and her personal experiences. It
was also evident from her actions that she was passionate and considerate.

Liz was determined to work with young children having decided: ‘To be a teacher
when I (she) was very young’ (March 18 2003) and ‘It is all I (she) want to do’
(March 18 2003). She believed that her past provided her with an objective
knowledge and the facts to understand how schools operate and how children
learn. She stated, ‘I know all about schools. My parents ‘talk about school from
the time they get up to the time they go to bed’ (March 18 2003). This experience
seemed to have influenced her relationships during this process of professional
learning in both the KBC and school settings.

The orientation period in the KBC homeroom provided opportunity for Liz to
share her knowledge and experiences with the KBC cohort. She openly stated that
she had vivid memories of her classrooms, her teachers and the playground
activities she engaged in while at primary school. Liz expressed a confidence in
her ability to tackle practical learning, and believed that her childhood
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experiences and her years of being a student had amply prepared her for the
upcoming in-school experience. She openly declared, that ‘I think the ability to
teach is in my blood!’(April 14 2003) and further suggested, that she had
confidence about working with children because of her past experiences.

With respect to her background, Liz expressed certainty that her role in the KBC
was to be an active collaborative member. The discourse used in this setting
demonstrated abilities and knowledge that distinguished her as a planner,
associate, and capable community member, describing herself as ‘a hard worker’
(March 18 2003).

During open discussions, she talked assuredly about knowing of the syllabus
documents and how to implement lessons. She demonstrated that she had a firm
understanding of a typical primary school culture. She also demonstrated that she
had good control of school ‘talk’.

The past experiences that Liz spoke about identified her family culture, church
affiliation, dance teaching and previous classroom experiences, as being
significant factors in her developing knowledge and understanding her view of
schools. As Liz’s journey progressed into the SBL component, she drew on the
past practical knowledge, content knowledge and her knowledge of the classroom
setting, as she restructured her understanding of how to act and interact in both the
KBC homeroom and the host school.
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The Role of the Knowledge Building Community’s Curriculum on
Liz’s Professional Development
The Knowledge Building Community Homeroom Context: Liz’s Perspective
Liz’s narrative provided a basis for understanding some of the experiences that
acted as a platform for her personal increase in knowledge and professional
learning development, which occurred in the homeroom setting. Liz’s accounts
clearly established her association with the KBC cohort, as she joined in focused
small group discussions, took notes and participated in presentations.

The KBC curriculum, being a program that emphasised collaboration, was at
times confronting and challenging to Liz. Initially Liz approached the KBC
cohort as a substitute family, bringing with her many of the beliefs, values and
understandings from her preservice family socialisation. Liz experienced some
conflict, which probably stemmed from her desire to share openly as she did in
her family situation. In KBC homeroom community she endeavoured to emulate
her family’s style of ‘talking and listening to each other’ (March 18 2003).
Unfortunately, Liz’s contributions to whole group discussions wavered as the
semester progressed because her actions were criticised by her KBC peers. My
observations suggested that her open, uninhibited actions and honest comments,
impacted negatively on her relationships with the less confident and self-assured
members of the KBC cohort. As Liz said:

I haven’t got too involved because of the bitching and conflict. I don’t like
that sort of thing. They seem to get stuck on things that I think are
commonsense.

(June 2 2003)
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As a consequence she seemed to withdraw from the whole group discussions,
which in turn resulted in comments like; ‘I haven’t found I learned a lot from the
(whole) group...’ (June 2 2003). She began to restrict her knowledge building and
sharing to her immediate school group. She later reflected on her understanding of
the situation and the change in her view of community learning, stating that she
found it hard to relate to people who admitted that they did not value the
knowledge or experience of others. Therefore, for Liz, knowledge building tended
to come mainly from her immediate school group. Through her association with
the others in this group she was able to share the beliefs, values and attitudes
pertaining to her professional learning and also build trusted social relationships.

School Based Learning Context: Liz’s Perspective

Liz’s actions, language and demeanour, communicated a strong sense of
confidence. She was determined to be the best teacher that she could be,
beginning the school based learning period (SBL) confident that she would able to
associate with teachers at the host school as a professional equal and would be
able to reach out to the children not only as a friend, as an instructor, as a listener
and as someone who could join in their playground activities.

Early in the SBL period, Liz was placed with a Kindergarten teacher and viewed
her role in the classroom as a true professional associate of her mentor teacher
rather than the traditional, compliant ‘student teacher’. She believed that her
position in the classroom was to provide support and take whatever opportunities
presented themselves to demonstrate her teaching knowledge and further develop
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her skills. By week three of the SBL, Liz became aware that this was not
acceptable to her mentor teacher and that she was, in fact, being perceived as a
‘know-all’. In an attempt to be accepted, Liz modified her behaviour to the point
of, ‘mimicking’ her mentor teacher’s actions and instructions. It was also Liz’s
assumption that she had to maintain this style of behaviour to receive a ‘pass’
grade for her SBL efforts. The fact that Liz changed her ways to ‘please’ her
mentor teacher, suggests that her teacher was more of a ‘clinical supervisor’ than
‘mentor teacher’ as defined in the KBC Program guidelines.

Despite this, positive learning experiences did occur and during her association
with this class. For example, she commented that she had learned that setting
boundaries was important. She explained that the necessity to establish the
boundaries was not so much for her own sake, but rather for the sake of the
children to ‘keep them [the children] on task’ (May 19 2003) and provide a
‘positive learning environment’ (May 19 2003). To help her set boundaries in the
class, she developed such strategies, as learning the children’s names, using the
phrase, ‘not now!’ During this period, Liz also came to the realisation, that
boundaries impacted on the use of time. She said:

I noticed that all the activities are controlled by time. Boundaries and time
are very important. I hear things like you can’t waste time, you don’t have
much time, you took too much time and it is time to finish.
(May 19 2003)

Liz also spoke in amazement about the constant movement and actions of both the
students and the teacher in the room. She stated, ‘I have never seen her (the
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teacher) sit at her desk in the class to do work’ (May 5 2003). Liz also learned to
apply the animated ‘transition activities’ used by the teacher to gain the class’s
attention. These understandings contributed to a new knowledge of what was
involved in teaching a class of students for a whole day.

Liz acknowledged, that ‘reading is absolutely everything’ (May 5 2003). As a
result of this understanding she paid close attention to the literacy lessons and
classroom activities. Liz expressed that she was challenged by the fact that not all
children found learning to read an easy or natural process. She commented on the
strategies used to engage the children in reading activities, such as her teacher
using ‘reading as a reward’ (May 5 2003) and how the teacher read topical books
so that the children ‘can relate to them’ (May 5 2003). As well as these, she
identified the significance of giving ownership of an activity to the children, so as
to ‘engage (them) in that activity’ (May 5 2003) and thus learn from the
experience.

In contrast to building positive and accurate images of what it was to be a teacher,
Liz expressed a concern at the negative and controversial actions of another
teacher in the school seen ‘ripping work out of their books’ (May 5 2003). She
declared that this challenged her and contradicted her perception of what being a
positive, supportive teacher was and reaffirming that positive reinforcement
developed a ‘life long love of learning’ (May 5 2003).

As stated, Liz began her SBL with a romantic view of education and by the end of
the SBL Liz viewed teaching through a more professional framework. She
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confirmed in her discourse and her actions that the role of a teacher was more
complex than she had been led to believe and that what she had heard in her
parent’s discourse about school, were in fact only accounts of people talking
about their day in a school setting.

Summary of Liz’s Journey

Liz's narrative was a powerful reflection of her experiences while being an
associate teacher in the KBC Program and at the host school. She described her
confrontations and moments of truth as she retold her experiences. Her stories
illustrated, her commitment to education and the strategies she introduced to
address her challenges. My data strongly suggest that Liz concluded the session
sufficiently empowered by her experiences to continue to develop her
professional knowledge of teaching.

Kim’s journey follows
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Kim's Journey
Past

Family

School

Community

Primary
school
years

2 parents

Local Catholic P.S.
K-6 Southern Sydney
region

I had a lot of friends.

age
range
5 – 12
yrs

Two sisters
Family lived
same house all
school life
Father authority
figure ‘firm’
controlled and
disciplined life.
‘..you will not..’

Present

Family

March
2003
To
July
2003

(Parents and
sisters)
Married
Two daughters
(not school age)
Lives in South
Sydney area
Worked in office
administration
prior to
university. (high
level managerial
position)
She sets rules in
her house and
enforces them

Teachers were
teachersenforced rules and
taught

Social activities shared
with extended family.

Evidence to
Support Findings
Social and pleasant
nature – positive
interactions within
homeroom

Restricted by family
rules.

Punctual, polite and
orderly
Participated with
confidence in all
homeroom
activities

No real memories of
school activities
Boys and girls
separated. Strict rules
of conduct
Small student
population
Good behaviour
equalled success.
SBL
North Illawarra P.S.
Mentor’s class mid
primary.
Mix of old and new
buildings – computers
in classrooms.
Confronted by historic
buildings being used
as IT centres.
Teaching is being in
‘control’ of behaviour
and learning.
Time – management
huge focus of all
learning activities.
Crusade to help less
fortunate children –
because of ‘the
system’

No talk of past
schooling – took in
all she could to
develop knowledge

KBC
Attendance,
participation excellent.
Because of
time,activities
restricted to SBL –
little to no connection
to wider KBC groups
other than Monday
sessions.

Association with
school not
confronting –
observed,
structures, routines
Dialogue
emphasised
behaviour, time,
control
Classroom
experience positive

Out of university
commitments meant
she had to utilise time
to achieve learning
tasks.

Sees teaching as a
‘mothering’ role –
responsible for
physical and
emotional
development

Discussion points
articulated well –
generally seeking
information and
clarification.

Conflict with inschool discipline
policy and
procedures

Focused on
behavioural issues,
time and classroom
management.

Dialogue focus –
behaviour, control,
time, preparation.

Figure 5.3: Kim’s Story Map
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The Role of Pre University Socialisation on Kim’s Professional
Learning
As with Liz, I was able to consider how Kim’s family experiences had influenced
her professional learning after I re-analysed her narrative. Kim’s metaphor was
about ‘control’ and ‘discipline’. She spoke about her family being disciplined.
She described her father, as the authority figure who enforced the rules and the
strict codes of practice: 'My father would sit us down and he would say, you will
behave like this and you will act like this' (March 17 2003). As a consequence she
expressed the belief that conduct and obedience provided the platform for
acceptance into a community and aided in the development of positive social
relationships: ‘having good manners contributes to success' (March 25 2003).

During our initial interviews, Kim declared that she had 'no memories of school'
and simply identified the school she attended as a ‘Catholic School’, having a
student population of ‘fourteen girls’ and further remarked that ‘there was no
bullying’ (March 25 2003) and the, 'Girls played with girls and boys played with
boys' (March 25 2003). This limited recall of past school memories proved to be a
barrier to Kim that meant she had to reconstruct a fundamental use of in-school
terms and practices before she entered the classroom. I observed her actions,
during the open forums and noted that she listened intently to the descriptions of
'classrooms' and 'teacher's reward systems' and diligently recorded this
information for future reference into a notebook.

Kim did express a confidence in her ability to tackle teaching and demonstrated
that she had personal strength, a commitment to sharing knowledge and an
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empathy with children. She stated that her passion and empathy for teaching
children arose from her being a mother. She identified that ‘teaching is like being
the day time parent’ (June 9 2003) and asserted that she was determined to work
in a job that would allow her to encourage both the emotional and the academic
growth of children. In further remarks, she revealed that her personal skills,
including those developed while under her parents’ authority, and those developed
while in the work force, provided a platform for her learning how to become a
teacher.

The accounts of her parents, the limited memories of her schooling, of being a
mother and of working in the business community, combined with the accounts of
her classroom experiences present as significant factors in the development of her
knowledge and understanding of teaching. It was evident that Kim drew on her
past knowledge to construct her ‘teacher associate’ profile.

The Role of the Knowledge Building Community’s Curriculum on
Kim’s Professional Development

The Knowledge Building Community Homeroom Context: Kim’s
Perspective

Kim’s narrative provided a basis for understanding the experiences that acted as a
platform for personal change and showed how her professional knowledge
increased during her time in the Knowledge Building Community (KBC)
homeroom setting. The KBC curriculum, being a program that emphasised
collaboration, provided the means and the setting for Kim to develop both a
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practical understanding of how schools function and a theoretical framework to
guide her face-to-face interactions in the host school. It was during the focused
group discussions, that she was able to develop her knowledge and use this as the
base for her ongoing learning experiences.

Kim’s accounts clearly established her association with the KBC cohort as she
explained she loved getting into groups and hearing from the others and that ‘in
KBC you are a person’ (June 16 2003). Kim’s accounts also confirmed that she
developed understandings about what it meant to be a teacher. As she began to
share openly, she talked confidently about specific learning tasks and classroom
management strategies. She also demonstrated during discussions, how she had
made some links between the academic concepts and the practice of teaching. As
she said:

I have been observing in the Kindergarten class, how they are learning to
read and write. I have noticed that every time they do a picture, the teacher
writes their name on top so that they understand that print relates to them.
They then relate that the squiggle, being the print on the top of the page, is
their name. This gives print and their name meaning. Learning to read
cannot be any more life long than that.

(May 12 2003)

Kim was able to identify and confirm the integrity of the KBC and compared her
past work experiences to those of a similar nature provided in KBC. She noted
that there were opportunities to value the depth of discussion in the KBC context,
commenting ‘I never worked in a group, where you really have to share
everything and discuss things in depth until now’ (June 16 2003) and further
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remarked that she valued ‘the time to talk things through and listen to others’
(June 16 2003).

Kim maintained that her association in this community had prepared her with the
necessary skills and knowledge to work with her peers and the extended cohort in
this community. She commented, that in KBC, ‘you are taught to handle things,
situations, other people and problems’ (June 16 2003) and that ‘the practical way
of doing things is definitely what sets the KBC apart…’ (June 16 2003).

The School Based Learning Context: Kim’s Journey

Through her actions Kim showed a discipline and determination to work hard and
do her best. She expressed a desire to take on the challenges of teaching, observe
teaching practice, develop a teaching knowledge and be active in the host school
environment. In her first observation of the school setting, she identified what she
termed a ‘contradiction and clash of culture’ (April 7 2003) noting that the
heritage listed building was now the area for the modern computer studies classes.
The impression she gave was that of concern that the school had not offered this
historic building due respect.

Placed with an experienced mentor teacher on a mid primary class, her initial
stance was that of a classroom observer. She commented, ‘I did what BC and
Noreen asked. I became an anthropologist. I sat at the side of the room and
watched and noted what was happening’ (April 7 2003). During her times of
sharing her observations she identified and commented on her new insight into
teaching and noted that the teacher was responsible for the organisation and set up
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a class which included ‘…the rules, the desks, the culture and maintaining all
these things plus the learning throughout the year’ (April 14 2003) and declared
that what she saw was ‘amazing’ (April 14 2003).

As she spoke about the classroom she emphasised management strategies and she
remarked that, the teacher ‘controlled’ the class and indicated that ‘the noise never
got above a whisper’ (April 7 2003). She also commented that ‘because of
‘control’ the teacher was able to get a lot done’ and ‘churn through the lessons’
(April 28 2003). These statements about time, control and management,
confirmed that Kim was viewing this environment through a lens developed by
her past family experience that saw ‘good manners’ and controlled behaviour as a
necessary accoutrement of success.

Kim spoke positively about working with a supportive mentor teacher and of
developing a trusting relationship and stated that ‘I have been put with the best
teacher and now mentor’ (April 28 2003). She expressed a satisfaction knowing
that she had ‘been a help to her and her teaching’ (June 16 2003), which as Kim
concluded ‘made the whole thing worthwhile’ (June 16 2003).

Kim’s belief in ‘the school system’ was challenged during the SBL, when she was
confronted by the in-school policy for dealing with difficult children. Kim's
conflict was centred on her disillusionment with ‘the procedures’ that prescribed
the withdrawal of difficult children from the learning environment of the
classroom and placed in isolation. In her emotional accounts of this practice she
suggested that ‘the school system’ (June 2 2003) should be looking out for the

227

Chapter Five: A Second Layer of Analysis

interest of every child and not implying that they ‘have given up’ and ‘don’t care’.
She expressed anguish about not being able to help a child as a parent would. As a
result she posed the question: ‘Why can't the school system do something to
help?' (June 2 2003).

These school experiences cited in Kim’s narrative suggests that her in-school
experiences had been critical components of Kim’s professional development.
During this time she was continually constructing her professional understanding
of what it means to be a teacher. As a result Kim struggled with some aspects ofschool policy, in particular the lack of the role of the classroom teacher as
‘mother’ as well as ‘teacher’ for her students.

Summary of Kim’s Journey
As with Liz, Kim's narrative was a powerful reflection of her experiences during
this, the first semester of the Bachelor of Teaching (primary) course. As Kim
described her insights, emotions, experiences, and conflicts, she demonstrated
how her past family associations had impacted on this period of learning. Unlike
Liz who claimed she knew all about school before she started university, Kim
stated that this was her ‘starting point’.

Kim’s need to follow rules, to be in control and exhibit humanistic qualities, most
likely stemmed from her family background. The knowledge she constructed
during this period reflected a need to be in control, which was reflected in
statements that identified a ‘good teacher’ as someone in control of children’s
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development, behaviour, time and learning, which in turn was the platform for
successful teaching.

As her past experiences are different from those of other preservice teachers in
this inquiry, it was evident that she used the KBC sessions to ground her
developing understanding of the processes of ‘teaching and learning’, evaluate
‘the system’ and function of a school. The KBC program provided her with
associates to share her insights and a network to continue the growth of her
knowledge.
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Donna’s Journey
Past

Family

School

Community

Primary
school
years

2 parents
Older brother
Younger sister

Western Sydney. P.S.
Comments on –naughty
student behaviour, less
than professional
teaching staff – lacks
dress code.

I had a lot of friends.

age
range
5 – 12
yrs

Family lived in
the same house
all her life.
Both parents
worked
fulltime.
Enjoy
immediate
family
activities.
Parents
supported her
learning and
social
development

March

Lives at home.
(same addresses
as above)

Central Illawarra P.S.
Mentor’s class
Kindergarten

Both parents
and brother
work. Younger
sister at school.

Similar school
structures.
All students are good.
Amazing, professional
staff. Principal obvious
authority figure.

July
2003

Supportive of
each other and
extended
family.
Don’t holiday
together any
more.

Participates in
discussion using
an assertive style
of speech

Struggled academically
until year 5. Needed
academic support – did
get a reading award
‘Just wanted to be there’
SBL

Teaching is a
responsibility.
Teachers need to
support, motivate and
encourage learning in
many ways.
Commented - parents
seemed to offer little
support.

Organises and
participates in off
campus social
activities
Taps fingers,
whistles softly to
indicate
interjection

Mischievous behaviour –
acted without thinking.
No regard for
‘consequences for
actions’

Family

To

Liked to be doing
things.

Participated in sports
teams Sports person sports. House Captain

Present

2003

Participated in district
sports.

Evidence to
Support Findings
Athletic like
movements and
actions

KBC
Attendance,
participation excellent.
Always in the door
first, ready to begin. –
‘lets get the ball
rolling’
Organised extra
curricula social
outings – inclusive of
all KBC
Spontaneous during
discussions - points
articulated well and
informative although
assertive tone in voice.
KBC group
collaboration and
strengths of others
used to support
learning.

Spoke openly
about both
positive and
negative
experiences
Nervous about
teaching – sees it
as a responsibility
Concern – unable
to teach unknown
content
Makes clear
comparisons
between past and
this school –
behaviour, and
interactions,
teachers, school
programs
Participated well
in collaborative
activities –
discussion,
presentations,
lead, shared

Nervous about teaching needed to impress and
prove ability.

Figure 5.4: Donna’s Story Map
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The Role of Pre University Socialisation on Donna’s Professional
Learning
A second layer of analysis of Donna's transcripts revealed how her family and
school experiences influenced her actions during this period of professional
learning. Donna spoke about loving being in school ‘never wanted to leave or go
on holidays’ (March 18 2003) and enjoying the social interaction with her school
friends a member of the ‘so called popular group’ (March 18 2003) and of being a
keen sports person ‘I was house captain for sport’ (March 18 2003). Her desire to
be a teacher was, as she said, ‘…because I love kids’ (March 16 2003).

Her association in the KBC homeroom provided her with the opportunity to share
the stories of her past and include in this sharing both the ‘triumphs’ and the
‘struggles’ in her learning. She talked about receiving an award for reading, of
being the ‘sports champion’ and the recognition of being appointed a ‘house
captain in year 6’. In contrast she talked about ‘getting frustrated and giving up’
(March 18 2003) and explained:

I was very young for my grade and didn’t really get a lot out of school
until I was in about year five. Then things just seemed to click.
(March 18 2003)

She also openly acknowledged that her mischievous actions got her ‘into trouble a
fair bit’ (March 18 2003) because she ‘never thought of the consequences’ (March
18 2003) of these actions. Donna repeatedly made reference to being drawn by the
social side of school. These behaviours were reflected in the KBC context,
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especially with respect to the initiatives she took to join in discussions, get things
under way, and to get everyone together ‘just to have fun’ (March 31 2003).

Donna’s narrative revealed that she expressed a nervous excitement about
beginning a career in teaching and the desire to have ‘a positive impact on their
[students’] lives’ (March 17 2003). Her nervous tension seemed to stem from her
desire to prove herself and not appear like a ‘dummy’ while she was teaching. She
expressed the desire to make learning fun, as ‘good days are fun’ (May 19 2003).

The Role of the Knowledge Building Community’s Curriculum on
Donna’s Professional Development

The Knowledge Building Community Homeroom Context: Donna’s
Perspective

Donna’s narrative, like Liz’s and Kim’s clearly reflected her commitment to KBC
principles. She offered comments, joined in group discussions, took notes and
assumed the role of social director. Donna’s narrative also illustrated how these
associations influenced her understandings and knowledge growth.

For example, during the homeroom sessions, Donna spontaneously contributed to
the discussions; she openly shared both her good and bad school experiences,
focussing on her sporting achievements. She made comparisons to the behavioural
issues she had experienced during her initial SBL experiences, and compared
these to ‘ideal schools’ discussed by the others.
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Donna’s willingness to contribute strongly implies that the KBC homeroom
appeared to suit her style of learning. It permitted her to be part of a community of
learners that operated with rules similar to those established by teachers in school
classrooms. The KBC homeroom allowed her to learn at her own pace as she
shared with and listened to the others. As she said:

…it has been good to hear and talk about these insights into teaching and
see that teaching isn’t standard, like the language and instructions given by
the teachers change as the children get older. I found that valuable. This
style of learning gives you time to breathe… Sharing knowledge is so
important.

(June 16 2003)

With respect to her background Donna approached the KBC cohort as team-mates
and expected that they would all contribute equally and willingly to each other’s
learning. When this didn’t occur she expressed her frustration thus:

I have seen some of them come each week and just sit, say nothing, then
go home. What are they learning and what am I learning from them? They
joined the group so they could be active in their learning. Just coming each
week is not being active. This is not collaboration.

(June 9 2003)

During Donna’s experiences in the KBC homeroom, there were times she
demonstrated some of the behaviours which she’d used in the past. For example
on occasions she obviously did not think about the consequences of what she did
or said before she did them, actions she claimed got her into trouble in the past,
and which demonstrated that she was still unaware of how she affected people.
Upon receiving the occasional critique or disagreeing with one of her group, she
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typically withdrew and brooded. However, over the course of many group
discussions she was able to make it explicit why she tended to withdraw and sulk,
which in turn resulted in her group members providing a supportive relationship.

As Donna’s journey continued into the school component of her teacher
education, she drew on these past practical experiences as a resource to construct
her new understandings and take on new the responsibilities of being an associate
teacher. The impact of her past experience became more evident during the
collaboration with her KBC peers. During discussions she stated that when
teaching ‘you’d encourage them to have a go themselves’ (May 19 2003) and
‘…the right sort of teacher gets the right sort of response from the children’ (June
9 2003).

The School Based Learning Context: Donna’s Perspective
While Donna stated that she wanted to ‘have a go’ at teaching and wanted to learn
about a different school cultures, she was anxious. She confessed that she was
nervous about not being able to teach the content material, ‘especially if I hadn’t
learnt it myself’ (March 31 2003).

Early in school based learning (SBL), she noted that the host school was very
different to ‘the one’ in her childhood memories For example the host school had
an environmental focus, but more importantly, the students were ‘all so good’ and
the teachers were ‘very professional’ (April 7 2003). She further remarked that
‘the teachers being professional, comes out in the students’ attitudes’ (April 7
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2003) and acknowledged the difference that ‘leadership can make to the school
culture’ (April 7 2003).

Donna also commented on the role that homework played in the school, noting
that that it ‘must be signed off by the teacher’ (April 7 2003) each morning, which
she noted was a ‘whole school policy’. Donna further remarked that that there
were parents who ‘didn’t bother to help’ (April 7 2003) their children with the
homework and reading. These comments can be tenuously linked to Donna’s past
memories of school. Her memories were of a school with a quite different
emphasis on learning, and parents who were very supportive helping her when she
was ‘struggling academically’.

During the SBL, Donna’s mentor teacher encouraged her to teach a ‘face-to-face’
lesson. Donna acknowledged that she was ‘petrified’ by the thought of teaching
‘those faces’. She commented, ‘I don’t want to do anything that is wrong’ (May
19 2003) and further remarked that she was not prepared for the experience of
teaching facts to a class of children. Donna did express comfort in knowing that at
that time she was not alone and that other KBC students were in the same
situation and ‘having a go’ in other the host schools in the district. As she said:

I was petrified and nearly didn’t do it. I stumbled over words. I was
excellently prepared and the children did what I wanted them to, I was just
scared. I’ve done it now. I’m okay.

(May 19 2003)

Donna expressed that her association with her ‘mentor teacher’ led to respect and
admiration for how she approached and interacted with children. She identified
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the positive actions her mentor employed to engage the class in learning activities
and approaches she used to develop their confidence. Donna also commented, that
she had learnt that a classroom-learning environment ‘is affected by the things
that happen outside the room, like the playground’ (May 19 2003), which was an
aspect of classroom management she had not previously recognised or considered.
At the end of her SBL and after the completion of several ‘face-to-face’ teaching
sessions, Donna expressed a strong sense of satisfaction. She came to understand
that in this environment, she was an adult, not a playful fellow student and
confirmed this when she said ‘I see teaching as being very different than I ever
imagined’ (June 9 2003) and continued to say ‘I see that you are responsible for
so much and you can impact on the future life of each student in your class’ (June
9 2003).

It appeared that throughout Donna's in-school experience, her main issue was her
self-esteem which appeared to be contingent whether she would appear to others
as being capable of coping with the responsibilities of being a teacher. By the end
of the semester, Donna stated that she was more prepared for the challenge of
teaching. She concluded the last interview and stated that the satisfaction and
reward of teaching was ‘the feeling you get when the children just ‘get it’, or tell
you that they understand now you’ve explained it. Just awesome!’ (June 9 2003).

Summary of Donna’s Journey
Donna's narrative was quite different from those of Liz and Kim. Donna looked to
experiencing the satisfaction that comes from helping children learn in response to
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her teaching.

On the lighter side, Donna admitted that she was attracted to

teaching by the idea of having ‘lots of holidays’.

The KBC program provided opportunity for her to maintain social connections
with fellow students, receive academic support during moments of self doubt, and
a forum for sharing knowledge. Donna described her experiences, her moments of
anxiety and her fears during this journey of personal and professional growth. Her
actions and words demonstrated her willingness to take risks and her need to be
heard. Indeed, Donna illustrated that some of her newly acquired skills and
abilities will sustain her through the continuation of this degree.

Jane’s journey follows
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Jane’s Journey
Past
Primary
school
years
age
range
5 – 12
yrs

Family

School

2 parents

C. P.S.

Five siblings two disabled required extra
care and
attention

Participated in extra
curricula activities

Family closed
off to
community
activities –
emotion, and
physical
reasons.
Difficult
situation.

Present

Family

March
2003
To
July
2003

No talk of
family
Talk of friends
- boyfriend
Lives with
boyfriend
Works in retail
to support life
style.
Social
activities
associated
with the local
pub.

Community
K-6

Prefect in final year.
Teachers interacted
personally. Felt accepted.
Built trusting relationship –
discourse and
encouragement.

Attended dance
classes for a short
time.
No other
community
involvement
discussed.

Encouraged to work harduse abilities.

KBC

North Illawarra P.S.
Mentor’s class composite
year 1/2

Attendance
wavered. (didn’t
give a reason)

Structures compared to past
school - similar building and
layout

Sat back during
group activities discussion points
articulated well and
informative.

Extra curricula activities
during school time.
Teachers were viewed as
compatriots
Noted the school
‘hierarchical structure’ all
jobs are important and
stated to be equal.
Teaching requires planning
and ‘over preparation’ –
can’t anticipate behaviour or
learning levels from day to
day.

Assumed she’d
pick up where she
left off as friend to
staff – noted
hierarchy,
staffroom, name
and nametag
wearing
Noted curriculum
and specialist
programs

Loved school- found
emotional and physical
support at school.
SBL

Saw special needs children
given support in many
ways.

Evidence to
Support Findings
Relaxed,
rhythmical body
movements

Reported by SBL
group that she was
perceived as not
being committed.
Used KBC as
security, identity in
University setting.

Passive
participation in
group activities,
drawing, taking
time of contribute
Let SBL group
down – not as
committed as
others
Talk about face-toface teaching –
need planning
Made note of
general classroom
activities and
reactions to casual
teacher in class

Noted in KBC
‘unable to hide’
Future in teaching
‘yeah why not?’

Figure 5.5: Jane’s Story Map
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The Role of Pre University Socialisation on Jane’s Professional
Learning
As I re-analysed Jane’s transcripts it became clear that, as with the others, both
her family and past school experiences significantly influenced her pre-service
learning experiences.

Jane attempted to present herself as a carefree adolescent with not a worry in the
world. However as she revealed privately during an interview, her life story did
not match this image. For example one thing she shared was, ‘I have a stable
family on the surface’ (March 19 2003) with the ‘perfect stay home mum’ (March
19 2003). However, having two disabled siblings meant I never got help from my
parents’. It seems that Jane’s recollections were of her parents withdrawing from
the school community, unable to attend school functions because of her siblings.

Given this perceived family situation she claims that she relied on the school
community for support. She talked of sharing with her teachers, which she said
made the class more ‘like a family’. She reinforced this when she revealed ‘I
adored’ (March 19 2003) the teachers and ‘I loved every year of primary school’
(March 19 2003). In additional comments, she talked proudly about her in-school
achievements; her academic success, being in the dance group and of being a
‘school prefect’ (March 24 2003).

Unlike Liz, Jane was not an avid communicator. Nor was she focused on control
like Kim, or boisterous like Donna. Jane joined in the discussions and took
responsibility for her own learning. While it seemed evident from her actions that
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she would do what she had to, she would also need to be encouraged to extend
herself, just as the teachers in her past had done.

Through her discourse she was able to demonstrate knowledge and abilities that
identified her as an articulate communicator and an observer. During group
discussions she talked assuredly about the school curriculum, planning and past
school memories. She demonstrated that she had a knowledge of school discourse
and used terms such as ‘extra curricula’, ‘principal’ and ‘special needs support’.
As Jane’s journey progressed she drew on these past experiences and her
knowledge of classrooms to restructure new knowledge and understandings of the
role of a teacher and how to participate in a school setting as a teaching associate.

The Role of the Knowledge Building Community’s Curriculum on
Jane’s Professional Development

The Knowledge Building Community Homeroom Context: Jane’s
Perspective

In the Knowledge Building Community (KBC) homeroom, Jane’s behaviour was
more social than collaborative. It seemed that Jane used the KBC homeroom to
support her professional learning and to cushion her more personal needs. She did
express an excitement about being in the KBC homeroom and acknowledged the
‘friendships and laughing’ in this community.
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During the KBC homeroom discussion Jane repeatedly used the terms ‘I’ and
‘my’ and ‘mine’, when she referred to her presence in the community. In contrast,
there seemed much less emphasis on using the more inclusive ‘we’, ‘us’ and
‘ours’. Jane’s use of such egocentric terms suggest that she had a strong sense of
‘self-centredness’ and this made being a truly inclusive member of a community
problematic.

During Jane’s involvement in the KBC homeroom, it became apparent that the
responsibility of community membership became difficult for her to maintain. She
frequently sat passively during group discussions and rarely tried to lead the topic
being discussed, often only contributing one fact or insight. My field texts show
that she frequently occupied herself by embellishing her notebooks with drawings.
Towards the end of the semester she acknowledged this behaviour when she said:

…I learnt about how to be a teacher. I learnt a lot about students and
seeing them as people, with all sorts of needs. I learnt other things too,
about community and commitment. You see, being a part of KBC has
been important to me. It’s been a bit like the, ‘all for one’ thing. So, you
see, I have learnt quite a lot… However, sometimes I let the group down. I
had things happening that I had to deal with. It is easy to say, that being in
here has made me confront a few things and also protect me from a few
things.

(June 16 2003)

Such admissions suggest that Jane was becoming aware of repeating what her
parents had modelled for her, namely withdrawing from the community activity
when ‘things’ intrude. Jane concluded that she had learnt that being part of a
community such as the KBC ‘you can’t hide’ (June 16 2003) behind the others or
out of group commitments.
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The School Based Learning Context: Jane’s Perspective
Jane began the school based learning (SBL) with excitement and declared that ‘I
am looking forward to being in school again and seeing it from the other side’ and
wanted to see the ‘off limits areas like the staffroom’ (March 25 2003). Jane also
expressed a concern about gaining respect ‘through the authority of my last name’
(March 25 2003) if she wore a nametag with both her first and last name
embossed on the name card.

After entering the ‘off limits areas’ she commented on the staffing structure and
acknowledged that ‘there is a mutual respect throughout the school’ (April 7
2003) and that everyone was seen as being equal and ‘important’ in this
community. In a later discussion she declared ‘I feel I got respect straight away
because of this nametag wearing thing’ (April 7 2003) claiming that she shared a
conversation with a student in the playground to confirm this. My field notes
suggest that this confirmation of her status led Liz to engage more deeply with the
wider school culture. Like Liz, Kim and Donna she compared the buildings and
play areas. However she also commented on how ‘the resources’ for the special
needs children were not available when she went to school.

They have special areas and equipment, specialist teachers and out of
school support. This too is different from what I know and remember.
(April 7 2003)

During this SBL experience Jane was placed with a mentor teacher who taught a
composite year one/two class. During the small group discussions she talked
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about how she was able to support her mentor by; marking work, teaching lessons
and helping students read. She made the comment that after watching a reading
lesson she was now able to make a theoretical links to her textbook.

I saw that he use his ‘semantic knowledge’, to have a go. I thought it was
great to be able to see that ‘textbook stuff’ in action.

(May 12 2003)

Jane also confirmed the need for teachers to be ‘over prepared’ for their teaching,
which became evident to her when she assisted a casual (i.e. ‘substitute’ or
‘relief’) teacher and saw her ‘struggle all day’ (May 12 2003) because the class
‘got through the work too quickly’. Jane commented on the importance and need
for teachers to vary their language, voice tone and lesson content across the
primary school stages (grades). She also identified the need to establish routines
and boundaries in order to be an effective teacher. As she said:

I have noticed that the children need routines and structure to keep them
focused…I watched a relief teacher take a lesson. The children
misbehaved badly and it isn’t until their regular teacher isn’t there, that
you realise how much influence the normal teacher has over the children.
The normal teacher sets the mood and controls the use of their time and
the routines that are in place in the classroom.

(June 9 2003)

Jane also recognised the need to set personal boundaries, commenting that ‘you
can’t be too friendly’ (June 16 2003) because the children ‘can push the
boundaries’ (June 16 2003) She also drew the conclusion that ‘a teacher is
someone special to a child at that time in their life’ (June 16 2003). This new
important understanding indicated that Jane had re-evaluated her view of the role
of a teacher and was able to see that teachers were more than carers and friends.
243

Chapter Five: A Second Layer of Analysis

…it is amazing how many roles a teacher must take on. A teacher has to
be a parent, a nurse, a, ‘sort of friend’, the keeper of time, and the
educator. Most important of all a teacher is someone special to a child at
that time in their life.

(June 16 2003)

By the end of the SBL Jane proclaimed that ‘the best thing and thing that I will
walk away with, is that my mentor teacher treated me like a teacher’
(June 16 2003). Jane concluded her school based learning experience with this
statement, ‘I have never loved the idea of being a teacher so much until now’
(June 2 2003).

Summary of Jane’s Journey

Jane's narrative described moments of truth, personal discovery and professional
learning. In addition it illustrated her growth and personal development, which
was achieved through her reflection on actions stimulated by the collaborative
activity session in the KBC homeroom and in the host school setting.

In this narrative, Jane's present experiences do demonstrate how she was
empowered with a new understanding, of what skills are needed to be an effective
teacher and the how to function in a school as a teacher. Empowered because she
now feels ‘like a teacher’ and is able to continue her teacher education and make
the transition into teaching.
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Conclusion of the Chapter

These findings drawn from the narratives illustrated some of the connections
between the experiences associated with learning to teach and the contexts, which
this occurred. They demonstrated how past experiences impacted on the
preservice teachers’ ability to learn and on their learning. They also showed the
insight into school culture that were important and significant discussion points
for the preservice teachers and included; aspects of school cultures, such as inschool behavioral policies, staffing structure; classroom management and the
importance to plan, be prepared and use time effectively. Lastly, they highlighted
the benefits and challenges of learning in a community such as KBC. The
conclusions and recommendations that emerge from the above outlined layers of
analysis will be presented in the following chapter.
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Chapter Six

Conclusions and the Educational Significance

Introduction
The purpose of this inquiry was to gather, present and analyse the narrative of
four preservice teachers from the University of Wollongong, as a means to
illustrate the learning experiences and the role, which the discourse of the
context played in shaping the relationships between the preservice teachers, their
mentor, peers and the university facilitators. The purpose of this chapter is to
present some of the conclusions and their associated educational significance.

The research literature reviewed for this inquiry constantly reiterated that
learning is a recursive process where ‘experience grows out of other experiences
and experiences lead to further experiences’ (Dewey, 1916, p. 164). The quotes
and phrases that follow, have been drawn from the review of literature to reestablish this as the premise of this inquiry.

•

The ‘education process is one of continual reorganising, reconstructing and
transforming experience’ (Dewey, 1966, p.50).

•

‘A person constantly renews his or her narrative, by re-creating mental
experiences, in the form of words and sentence’ (Syrjl & Estola, 1999, p. 3).
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•

Not only can collaborative learning contribute to a positive learning
environment, it is also linked to learning, which is increased when students
are allowed to use each other as resources (Johnson & Johnson, 1999, p. 61).

•

Past experience gives significance to current experience as past stories are
elaborated upon and new stories are created (Clandinin & Connelly, 2000, p.
xvi).

Whilst the meanings embedded in these selections from my review of relevant
literature were broadly reflected in the findings of this inquiry, it was the
narratives which provided the medium to illustrate the more specific connections
between past experiences, preservice learning contexts, and the professional
learning of beginning teachers. These will be discussed in more detail under the
following headings:
•

The Value of Narrative Inquiry,

•

The Implications for Reflective Practice In Preservice Teacher Education,

•

The Value of The Specific KBC Experience, and

•

Final Reflections.

The Value of Narrative Inquiry

A major value of narrative for inquiries such as this is revealed by the richness of
the texts, which can be constructed from the data, which they generate. These
data sources include a complex mixture of participants’ recollections of past
experiences, their perceptions of what these and their on-going professional
experiences ‘mean’, the nature and content of their professional discourse, and
observations of their professional learning behaviours during a significant period
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on their preservice preparation for teaching. These narratives captured the
characteristics and the personalities behind the stories and provided glimpses into
these four preservice teachers’ personal hopes, beliefs, passions and
preoccupations. By capturing these characteristics ‘the personal and human
dimensions that would otherwise be qualified in dry facts and numerical data’
(Clandinin & Connelly, 2000, p. 19) became rich research texts.
Not only did the narratives reveal the personalities of the four preservice
teachers, they provided the medium to connect past and present experiences. The
opportunities to engage in extensive, continuing verbal interactions with others
created the platform for these preservice teachers to understand their history, and
begin the process of connecting it to the present circumstances of their lives as
demonstrated by this extract from one of Kim’s conversations with me:
Um! I have worked in office task groups in my working career and I
never worked in a group where I haven’t learnt. I think I can identify, that
I have learnt more through problem based learning and how to work
better in a group… Until now, I have never worked in a group where we
really have had to share everything and discuss things in depth. To me
this is what SBL groups in KBC are all about. We discuss a lot in my
group. We discuss the texts with what we see in the classroom and what
we are learning and experiencing. We will sit and ‘go yeah!’ I saw that.
We actually do, do that. Which amazes me that we share so much.
(June 16 2003)
Such continual ‘back and forth’ movement between previous and present
experiences, also allow readers of these narratives to vicariously experience the
ongoing professional learning of each participant, and through this gain insights
into how theoretical and practical connections were made, the context in which
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they were made, and how professional meanings were continually being
constructed through the preservice learning period.
The value of the narratives can also be seen in ‘the richness and the nuances of
meaning’ (Carter, 1990, p. 6) in the texts. As an example, the extract that follows
has been drawn from Kim’s narrative, demonstrating the combined effect of my
observations and Kim’s dialogue.
…Kim talks about her classroom experiences, while Jane sits quietly and
colours in a diagram she is creating in her notebook…Without a word she
leans across in front of Kim to the container in the middle of the desk and
picks up three different coloured felt-tipped pens and begins to use these
to add detail to her drawing.
BC now standing close to the group listens to the discussion. Kim
maintains the thread of the conversation as she looks up at him.
I saw my teacher’s plan for the day sitting on her desk and all the
resources for the activities were in neat piles next to the desk ready for
the students to do. As the day went on she left things out.

In the

afternoon we talked about this. She said that this was because there were
other unplanned things happening in the school that day. Things she
couldn’t avoid, like that special assembly.

(Kim, April 28 2003)

As demonstrated, this glimpse into the KBC homeroom does not simply present
dry, objective, ‘facts’, such as ‘during a discussion Kim talked about class
planning’. On the contrary it presents the contextual information through images,
which the reader can picture in his or her mind. An additional verification of the
value of such rich texts is revealed in a ‘throw-away’ comment offered by BC
(one of the preservice facilitators of the preservice program) ‘…as a result of
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reading these narratives, I was able to revisit this time, to see and hear these
events and discussions in my mind, which in turn enabled me to reconstruct the
experience’.

As a consequence of being able to compose a narrative text that addressed the
purpose of this inquiry to illuminate professional learning experiences, I could
identify some connections, which might have remained hidden using more
traditional data generating techniques. Furthermore, the epistemology of
narrative inquiry is congruent with emerging constructivist approaches to
teaching and learning, which as McIntrye, Byrd and Foxx, (1996) point out,
draws on experiences, reflection and self-examination to motivate knowledge
growth, all of which are proscribed characteristics of narrative inquiry.

Implications for Reflective Practice in Preservice Teacher
Education

As previously discussed, the reflective process is the development of
understandings to solve a problem. For Dewey, the purpose of reflective practice
was to exert change on action. Endorsing this Schón (1983, 1987) and Syrjl and
Estola (2002) suggested that learning to teach was enhanced through reflection
on past experiences and that these reflections influence the present beliefs about
the roles and relationships involved in teaching.

The results of this inquiry showed reflective practice to be an important
component of the teacher education program in which my four participants were
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enrolled. Reflection-in-practice and reflection-on-practice became evident in
these four preservice teachers’ spoken thoughts, as they made specific reference
to significant incidents and ‘ah ha’ moments that caused them to reappraise their
understandings and or actions.

Liz used reflective practice to compare and contrast her understandings, a
process that provided her insight into what impacted on her professional growth.
As an example, Liz repeatedly used the phrase ‘I remember’ to position her
thoughts during the initial KBC home room discussions, then during the school
based learning she continually used the phrase ‘I think’ to preface the concepts
she was trying to share as she tentatively reconstructed new meanings from these
new experiences. Liz’s reflective practice was embedded in the speculative
nature of the language she used. To develop new understandings to improve
practice. As a further example from Liz:

…I know I said, I know about school, I do see school and teaching
differently now. I have a different understanding of what it is to teach. I
see a good teacher as an effective teacher, one who is prepared, who
cares for the children and one who stimulates an interest in learning...
(June 2 2003)
Kim also demonstrated that she used the process of reflective practice to develop
and change her understanding of teaching. Kim, however, used reflective
practice differently from Liz. Kim’s reflections were not based on her past
school experiences. In fact she didn’t seem to recall much of her school life at
all. Rather her reflections were triggered by, and seemed to focus on ‘the
nagging doubts’ that pertained to the planning, nurturing aspects of teaching,
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which seemed to be based on her own role as a mother. This was established in
the first week of observations when she said ‘I expect teaching of be in some
ways like being a mother’ (March 16 2003). This preconceived view was again
illustrated when she talked about the school’s disciplinary policy and said ‘I am
getting too personally involved with the frustrations of the system’ (June 2 2003)
and proceeded to talk emotionally about one boy and how the school had ‘given
up on him’ because of his behaviour. In the week that followed Kim declared:

I think I have just identified why I am finding the behavioural issues and
some of the teacher’s attitudes emotionally hard to deal with. I see a
teacher as a daytime parent, whether they like it or not…

(June 9 2003)

These extracts suggest that Kim’s reflection on practice were relatively shallow
vis-à-vis Liz’s, as they drew only on the events in her recent past. Although Van
Manen (1977) saw this as an ‘adequate way for teachers to make practical use of
their own experiences in the reality of their classrooms’ (p. 227), it was not used
to improve her practice (Dewey, 1933). Instead they seemed to have been used to
re-evaluate her professional stance as a preservice teacher, as shown by this
comment taken from her narrative:

I feel I have learnt a lot being in school. I can see that I know what and
how to implement classroom management strategies, but maybe not
know so much about the textbook stuff on child growth and development.
I know what it is because I have read the textbooks, but I haven’t learnt
all the technical names for things. I know when I am teaching; I need to
know the practical things and the observation skills, not the technical
names for developmental things.

(Kim, June 16 2003)
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Donna provided yet another variation of reflective practice, as she tended to
reflect more on the moment. For example, during the group discussions, Donna
recounted what she had observed in the host school thus, ‘In my old primary
school we were not as well disciplined and no one had any respect for the
principal, teacher or other students’ (April 28 2003). During these recounts she
seldom related or linked the statements to what she had learned or hoped to learn
in the future. These spontaneous, somewhat shallow reflections, do not clearly
demonstrate that Donna ‘accorded any persistent or careful consideration to her
comments or actions’ as Dewey (1933) deemed necessary for true reflection.
Rather Donna’s reflections seemed to be a consequence of her motivation to
learn to teach. As Donna said, she viewed her own time at school as a social
activity, not necessarily an academic pursuit. It could be argued she was also
treating her preservice course in much the same way. With this understanding of
Donna’s character in mind, the recounts and retellings in Donna’s narrative are
in fact her reflections on the practical school concerns.

In many respects Jane’s process of reflection is like those of Kim and Donna.
Jane reflected more on the ‘nagging doubt’ rather than professional situations. As
a result she attempted to reflect on the experiences that put her back into the
school environment of the past where she felt loved and supported. However,
there are accounts where Jane indicated that she used reflection as a means to
grow. As she said ‘I learnt that being prepared is a really, really big thing’ (May
12 2003) and that:
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I have learned through my experience a few things. The first that you
can’t be too friendly with the children…Another thing, it is amazing how
many roles a teacher must take on…’

(June 16 2003)

On the whole the range of reflective practices used by each participant in this
inquiry proved to be an informative and useful practice While not as ‘pure’ as
Dewey might have prescribed, the different reflective practices demonstrated by
each participant in this study did seem to encourage these four preservice
teachers to draw on old meanings to guide their reconstruction of new ones.
This is a finding which has potential for preservice teacher education in general.
It shouldn’t be too difficult for university facilitators to develop strategies that
enable preservice teachers to engage in the process of reflective practice that
accords more with Dewey’s (1933) notions

Socialisation and Knowledge Building

Teacher socialisation has been identified by many whose work I reviewed in
Chapter 2 as ‘a process that begins as a student sits in a classroom.’ During this
period, not only do they develop academically, they also develop values,
attitudes and practice that shape their character (Pajares, 1992; Leminer &
Mayer, 2002). The narratives constructed in this inquiry generally support this
stance. The preservice teachers in this inquiry entered the KBC Program with
preconceptions of teaching which could be linked with their prior school
experiences.
For Liz, this process of teacher socialisation began a lot earlier than her primary
school years. Liz was introduced to school talk, school culture, school issues and

254

Chapter Six: Conclusions and the Educational Significance

school practices by her parents, whom she said ‘talked about school from the
time they get up to the time they go to bed’ (March 18 2003). This school talk,
helped forge her understanding that learning was a socially important and valued
equally by all. When confronted by peers who did not share her insights and her
understandings Liz was challenged. As she said:

…I haven’t found I learned a lot from the big group because they seem to
get stuck on things that I think are commonsense. They repeat questions,
and ask for clarification of things that I feel they should have learnt by
now…

(June 2 2003)

In contrast, Kim’s teacher socialisation seemed to have begun when she entered
the KBC homeroom, as she declared she had few memories of her past school
experience ‘as it was a long time ago’ (March 16 2003). However Kim did not
enter this period of learning devoid of values, beliefs and perceptions on which
she could build her professional knowledge. Like Liz she drew on those
developed in her childhood in her family setting, and those developed as a
consequence of being a mother.There seemed to be a huge gap in her life as a
pupil at school. Accordingly, Kim easily related the role of a teacher to the role
of a mother, such as when she said ‘a teacher is someone who, apart from
teaching, is for a whole year, nurturing the children’ (June 9 2003). Kim found it
difficult to disentangle her values and beliefs about motherhood from those of
being a teacher. She firmly believed that both roles involved managing and
nurturing children’s lives, both in the home and school setting. This perspective
might have also stemmed from her past family socialisation, which emphasised
doing what was ‘right’, following the rules and being in control.
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It can also be argued that Donna’s narrative suggested that she influenced her
socialisation as a teacher past school experiences. Donna admitted that during
her years of schooling she valued both the physical and social aspects of her life,
both in the classroom in the playground, She stated that, ‘I enjoyed the social
side of school…’ (March 18 2003) and ‘just wanted to be there all the time’
(March 18 2003) and that she was proud of the fact that she was ‘age (sports)
champion a lot’ (March 18 2003). In an attempt to describe Donna’s social
position in the KBC, the metaphor ‘sports captain’ seems appropriate. Her body
language, the whistle, the sighs and the calls to attention as she repeatedly said
‘lets get the ball rolling’ are all reminiscent of someone trying to relive her past
school status. Unlike Liz, and to a lesser extent Kim, Donna’s behaviour and
responses suggested that she did not use the opportunities to ‘move back and
forth in time’, to inform her classroom practice. Rather Donna’s reflections seem
to be tied to the immediate tasks at hand.

In many ways Jane’s process of teacher socialisation is like that of Donna. Jane’s
interactions in the KBC homeroom only slightly challenged the narrative of her
life history. Jane began this period of professional learning with the belief that
she would not only learn about teaching, but also that her peers were going to be
her friends and she would have an identity that was acceptable and worthy.
These purposes seemed to have been met to her satisfaction. She established a
KBC identity, she joined in discussion, her experiences during SBL were
typically positive, and she established friendships. However the knowledge
building that resulted from these experiences was diminished was reduced by her
seeming reluctance to engage with others during homeroom sessions, and self256
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directed learning sessions. In many ways Jane isolated herself by staying on the
edge of the group discussion, doodling in her notebooks, and reluctance to
engage deeply in group conversations and/or discussions. In a sense Jane’s nonparticipation in the learning setting, was analogous to her parents’ nonparticipations in hers and her siblings’ schooling. As a consequence she
frequently appeared complacent and disinterested.

Jane’s narrative does however provide evidence that she did develop a slightly
more mature understanding of the role as a teacher, obviously from her
association in the KBC homeroom and the SBL setting. As she said:

I have learned through my experience a few things. The first that you
can’t be too friendly with the children, because the children know that
they can push the boundaries further if you are their friend. On the other
hand, you can’t be too strict either.

(June 16 2003)

Despite their differences, these narratives provide generally consistent insights
into the ways in which preservice teachers’ childhood memories can shape their
conceptions of teaching and learning. However, these narratives also show that
there’s more to it than childhood experiences. As these four students progressed
through the various phases of their preservice course, as they became immersed
into the host schools, they demonstrated a growing control of school jargon,
increased understanding of school culture and more skill with respect to
classroom practice. In addition they each demonstrated a growing sense of trust
towards their KBC peers, as they shared and discussed their experiences,
perceptions, attitudes and beliefs. It was in understanding or coming to terms
with these shared responses that they began to know themselves, and meet their
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expectation of becoming a teacher. It is revealing that I noted in my final
observations that by the end of the semester, the majority of members of the
KBC cohort generally showed they were ‘empowered’ and ‘believed’ in their
own abilities.

It also became evident, that the process of teacher socialisation is not necessarily
a straightforward evolutionary process. For example, Donna’s and Jane’s
narratives show that they were generally unaware of how their actions were
perceived by the others. Donna, who wanted to be the ‘captain’ and Jane by not
being fully committed, drew negative attention to themselves. This suggests that
there is a need to develop strategies which support the development of preservice
teacher students’ self-awareness, if only to enable them to work collegially in the
future.

The Value of The Specific KBC Experience

The narratives indicated that the preservice teachers valued the learning
experience offered in the KBC. Kim illustrated this by admitting:

Oh! In KBC you are a person and are recognised as an individual. You
are taught to handle things, situations, people and problems. There is also
time to talk things through and listen to others. I found that valuable.
Without a doubt, KBC is collaboration and affirms knowledge.
(June 16 2003)
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Similarly, Jane highlighted the collaboration and community aspects as
important and valuable to her learning:
You see, being a part of KBC has been important to me. It’s been a bit
like the, ‘all for one’ thing. So, you see, I have learnt quite a lot.
(June 16 2003)
Such comments affirm the importance of learning communities that offer
preservice teachers opportunity to develop professional skills and knowledge
through the support of peers, mentor teachers and university facilitators. The
KBC with its diverse population offered a more accurate perspective of what
happens in schools, what it is to be a teacher and how to function not only as a
teacher but also as a professional learner. The need then is to provide
opportunities for other students to experience similar learning principles in all
teacher education programs.

Final Reflections

I began this study with certain presuppositions about learning including:

•

Our lives are shaped by the stories we tell,

•

Stories enable us to understand the actions of others,

•

Learning is both an internal, social process and

•

Learning is continuous and life long.

This inquiry provided me the opportunity not only to affirm these
presuppositions. It also enabled me to re-evaluate and develop them as I
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interacted not only with the four preservice teachers in this inquiry, but also the
facilitators of the KBC Program (who were also my research mentors for the
project).

As I look back I am amazed that I managed to complete the project in the way
that I did. My understanding that being a participant observer was a privileged
position of honour and trust helped. I maintained this ideal through the full
period of research.

It was this understanding, that led me to venerate the

preservice teachers and what they shared as stories

Being part of their community I endeavoured to observe the same rules, routines
and codes of conduct, while in the KBC homeroom. I arrived before the sessions
started; I dressed in a similar fashion to the students and not like a university
facilitator. I took breaks when the cohort did and I kept my work area in order.
As a result I established a rapport with these students, which was rewarded in the
richness and honesty of their comments.

It is important at this point to offer a warning to other researchers. There were
times when I was drawn into the discussions, and became more of a community
member than a participant observer. Caution must therefore be offered to the fine
line between appropriate and inappropriate researcher’s behaviour.

It is also important to share that there were times where it was necessary to
transfer my position of trusted participant observer to that of community

260

Chapter Six: Conclusions and the Educational Significance

member. This transfer of position was to ensure that confidentially sensitive data
remained as anecdotes and did not become part of the research text.

As I look more closely and ask myself: What have I learned? I am able to say
without a doubt I have learnt to place a great value on what Dewey defined as
education; the continual reorganisation, reconstruction and transformation
(Dewey, 1966, p. 50) of experience. During the fourteen weeks of observation, I
was able to see each individual and the cohort as a whole grow in confidence and
knowledge. I saw what Guba and Lincoln (1985) identified as the multiple
realities of constructivist learning, likened to ‘the layers of an onion’ (p. 57) form
through a process of building knowledge. Each week, the preservice teachers
came together and shared what they learnt from their host schools, from their
textbooks and each other. I saw each of them change at their own pace and in
their own way as they reorganised, reconstructed and transformed the
experiences unique to them into knowledge.

I too began this period of research with preconceptions, of teaching, schooling
and the interactions that from between these. As I sat and recorded my data, and
listened to their talk, words or phrases would trigger the visual images I had
constructed over the years and pictures would form in my mind. I would then
overlay these new-shared images onto mine. As a result I have not only
developed a richer and more complex idea of how teachers teach, plan to teach
and manage their teaching, I have been able to see and hear what was important
to these preservice teachers and their learning to teach experience.
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I have also learnt how preservice teachers valued personal relationships. Each
spoke about their mentors as their trusted guide and through continued discourse
the mentors supported each of the preservice teacher’s learning. In each of the
narratives the preservice teachers clearly claim ownership of their mentor and
they repeatedly emphasised ‘my mentor’ when talking about them. Liz, who
struggled a little with this relationship, came away positive and empowered after
working along side a teaching professional.

I have also learnt from the process of gathering, presenting, analysing and
reflecting on the stories of the four preservice teachers, that there are areas that I
would recommend warrant further work. These include:

•

The need to encourage preservice teachers to share their own stories to
determine their presuppositions,

•

Making clear the role of a mentor teacher to all participants,

•

The need to develop action changing reflective practice,

•

The need to implement strategies to help preservice teachers become self
aware, and

•

The need to develop supportive collaborative learning communities such as
the KBC.

As this inquiry was limited to a restricted time frame and it seems to be common
practice in dissertations, such as this, I must state that a longitudinal inquiry
would be recommended to explore in greater detail the preservice teachers’
professional growth and development.
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Conclusion

In summary, this inquiry has presented the recorded stories of four preservice
teachers from the University of Wollongong KBC Program before and during
their first mandatory practicum. A narrative inquiry was used to highlight the
role that the range of experience inherent in this first session of the KBC
Program and the associated school based learning experiences in which it is
embedded, played in developing these students’ perceptions of what it means to
be a teacher.

It found that the narratives of the preservice teachers in this inquiry provided a
rich context in which to examine student beliefs, values, experiences and
understandings about learning and becoming a teacher. Investigation of the
preservice teachers’ narratives of their experiences with family, schooling,
learning and teaching indicate that the students reconstructed experiences were
used to shape themselves as future teachers. Such results indicate that learning is
recursive and that difficulties that the preservice teachers experience may be
produced by conflicting beliefs about teaching and the roles of the teacher
generated from their past. In their reflections, the roles of past teachers are not
defined as complex. A process of recalling and sharing with others may
encourage more diverse and complex views of teaching. In conclusion, this
inquiry adds another dimension to teacher education as it suggests that past
experiences shapes and propels us into the future.
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RESEARCH CONSENT FROM

Research Title-

Narratives of Preservice Teachers
Researcher – Shona Gibson
Research supervisors – Associate Professor Brian Cambourne
Dr Julie Kiggins

I have been given information about this research study from Shona Gibson, who is
conducting this research as part of her Master of Education thesis, supervised by
Associate Professor Brian Cambourne and Dr Julie Kiggins from the Education
Faculty at the University of Wollongong, NSW.

I understand that, if I consent to participate in this project I will be involved in,
informal interviews approximately every week over a research period of four months
March to June 2003.

I understand that, unobtrusive observations, which result in field texts of my
interactions with KBC facilitators and other preservice students within the KBC
(homeroom) teaching room will be recorded during this period of research.

I understand that I will be able to read and if necessary discuss the nature of these
field texts and what they reveal.
I understand that if I find these field texts to be incorrect or in any way offensive to
me I can voice my concerns and ask that these texts be changed and/or destroyed.
I have been advised of the potential burdens associated with this research and
understand that the research has been designed to take into consideration my

responsibilities and obligations as a beginning teacher. I have been provided with the
opportunity to ask any questions I may have about the research and my participation.

I understand that all data will be kept confidential and secure and that pseudonyms
will be used to protect anonymity.
I understand that my participation in this research is voluntary, I am free to refuse to
participate and I am free to withdraw my consent and any data I may have provided
for the research at any time.
If I have any enquiries about the research, I can contactShona Gibson –

H. 44641810
E-mail smg36@uow.edu.au

Brian Cambourne – W. 42214197
E-mail bcambrn@uow.edu.au
Julie Kiggins –

W. 42214658
E-mail jkiggins@uow.edu.au

If you have any concerns or complaints regarding the way the research is being
conducted you can contact the Secretary of the Human Research Ethics Committee,
University of Wollongong on 02 4221 4457.

By signing below I am indicating my consent to participate in the research entitledNarratives of Preservice Teachers, conducted by Shona Gibson, as it has been
described to me in the information package. I understand that the data collected from
my participation will be used for a Master of Education thesis, and I consent for it to
be used in that manner.

Sign & Date
_________________________________________

Name (please print).
____________________________________________

___/___/___

Proposed Interview Questions
The current stage of the research and the nature of the this naturalistic inquiry the
research questions will serve merely as a guide in which further questions will
develop throughout the study.
If preservice teachers come to their teacher preparation programs with well
established ideas about teachers and teaching.
•

What stories do preservice teachers have of their own school and teaching
experiences before their practicum?

•

What do preservice teachers’ narratives reveal about their prior experiences
and perceptions of teaching?

•

How do these stories told by the preservice teachers change during their
practicum?

•

What impact does peer collaboration in the homeroom have on the stories of
told by the preservice teachers?

Sub questions will be grouped into three categories to provide a guide for the data
collection.
Paraphernalia
• How would you describe a typical primary classroom?
•

What are the items (teaching, decorative, functional) in a primary classroom?

•

What (other) inanimate objects make up this environment?

Programs
• What do you perceive to be typical day in a primary classroom?
•

What activities can you recall taking place within the classroom?

•

What rules and routines can you recall or identify?

•

Can you relate of identify the routines that are used to teach literacy skills,
maths, etc?

•

What rules and routines did you have to adopt to be in that class?

Humans
• Typically what is the range of humans in a primary school classroom?
•

What do you perceive is the role of a teacher in a primary school classroom?

•

What do you perceive is the role of the students in a primary school
classroom?

•

What duties are undertaken by the primary classroom teacher to fulfil his/her
professional duties in a typical day?

